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INTRODUCTION
INTRODUCTION
This thesis is a synthesis of two main threads
in my life--an interest in Latin America and a concern
about contemporary America. My mother claimed that she
wove the first thread when she read me Donald Duck
goes to Latin America, and thus, so began my interest
in Latin America. My first academic work on Latin
America was in sixth grade where we made a Latin
American scrapbook. Mine was a diary of an imaginary
tour of all the Latin American countries. Since that
time the main interest of my academic career has been
Latin American studies. Two years in the Peace Corps
in Vefezuela was the most personally meaningful extension
of this educational process.
After two years in graduate school in Latin
American studies I felt the need to develop some kind
of skill to complement my interest in Latin America.
So I applied to planning school.
I took a course on Model Cities.
introduced me to what I feel is
concern about contemporary Ameri
struggle I had become involved i
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ld not be wasted. That it should be useful
of people involved in the struggle. I hoped
h a community group and develop information
be useful to them, tailored -to their needs,
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of writing a purely academic thesis and
that this thesis would reflect my own
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I was unsuccessful in finding
u.
.
a group for which I c oul1d
work. I do not believe there is a community group in
Boston concerned about education which is ready to use
information such as I have developed. As it turns out,
I believe that the school system itself could use this
information.
The format of the thesis reflects where I have
been in these last two years. Primarily, it reflects
my concern to develop information which can be used by
others. It also reflects what came to be the most
compelling aspects of the topic to me--the issues and
dilemmas which shape the education and educational
planning for the Spanish-speaking. And, finally, the
thesis is an exploration into the field, a testing of
what I would do if I were a planner dealing with these
issues.
The thesis is organized in the following manner:
I will first provide you with some information on the
context of the education of the Spanish-speaking in
Boston. I will then turn to the programs which have been
developed for the Spanish-speaking, discussing four main
aspects of each program: program initiation, initial
and program planning, parental and community involvement,
and basic education assumptions inherent in the program.
I will conclude with the discussion of the newly-formed
Department of Bilingual Education, presenting what I see
as the central issues of education for the Spanish-speaking
20
and some policy recommendations. I will use the
Appendices to include several essays on information
relevant to education of the Spanish-speaking in
Boston but tangential to the focus of this thesis.
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CHAPTER I
IMMIGRANTS AND MIGRATION
Boston has always impressed me as a city of
immigrants. There are so many communities--the North
End, South Boston, East Boston, Chelsea, Chinatown, and
the late West End--where the "old immigrants" have
settled and made their homes. And, there are the Blacks
who have come to Boston more recently and settled in the
South End, Roxbury, and now Mattapan.
The Spanish-speakers are the newcomers. They
have come from all over Latin America and Puerto Rico.
The two largest groups are the Puerto Ricans and the
Cubans. They have come to Boston for different reasons.
The Puerto Ricans first came to New England as migrant
farm workers after World War II. Some came to Boston
and settled.
In 1960 there were just less than 1000 Puerto
Ricans in the city. Since 1960 the number of Puerto
Ricans has increased sharply. The 1970 census figures
have not been released; the estimate of Puerto Ricans
ranges from 10,000 to 22,000. Refugee Cubans have also
come to Boston during the sixties, with perhaps up to
5,000 by the end of the decade. Other Latin Americans,
MAP 2
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several thousand, have come, too. This makes
Spanish-speaking population between 17,000 and
The Spanish-speaking will experience the strains
and tensions of their uprooted situation as have other
immigrant groups before them. They will know the conflicts
between generations, the strain between the pressures
for assimilation and the maintenance of a separate identity.
They will have mixed feelings about their homelands,
lack of self-confidence and problems of self-identity.
The Puerto Ricans share a common experience with
other migrants--the Blacks and Appalachian Whites.'
They are citizens of this country, and yet foreigners.
By law they share the duties and rights of every citizen,
but they do not share the majority's life style and
culture. The Puerto Rican position in this country is
even more removed--he comes from an island separated
from the mainland, and does not even speak the language.
There are unique conditions of the Spanish-speaking
population which distinguish it from the "old" immigrant
groups. The previous immigrants arrived in Boston in an
era of rapid economic expansion. Unskilled or semi-skilled
'"These Appalachian Whites--of the oldest and
purest U.S. stock--have at least as much initial difficulty
adjusting to the city as do the Negroes and the Puerto
Ricans." (Charles E. Silberman, "The City and the Negro,"
in Education of the Disadvantaged, ed. by A. Harry Passow,
Miriam Foldberg and Abraham J. Tannebaum (New York:
Holt, Rinehart and Winston, Inc., 1967), p. 6).
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Thus the move here is not permanent; many have returned
to the island.
There has not developed in the Spanish-speaking
or Puerto Rican populations a strong sense of mutual
support, common to other immigrants groups such as the
Italians and the Irish. There is no community which will
help to buffer the effects of social and personal di sorienta-
tion resulting from the move to Boston. Reasons for the
absence of the sense of community are numerous. Within
the Spanish-speaking community there are many nationalities.
The sense of nationalism tends to produce divisions
within the population; traditional antipathies, such as
that between Cubans and Puerto Ricans., are not easily
unique.
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overcome. Also, within the population there is a wide
range of social and economic levels, which tend to be
divisive. Some because of their previous status (and
"acceptable" light color) can easily assimilate into the
larger society; others face the many barriers to
integration. Finally, there is a high mobility within
the population. For the Puerto Ricans there is the
mobility between the island and Boston. Also for most,
there is mobility within the city. There is no one
geographical area which has become the center of the
Spanish-speaking or Puerto Rican community. There is no
one place where enough housing is available. Limited
low-income housing stock, the vast demolition connected
with urban renewal, the scatterization effect of public
housing and general decay of the. central city has necessi-
tated.the location of the population wherever housing
could be found. And there is constant movement of the
population within the city in search of'better housing.
The Puerto Ricans are not moving toward assimila-
tion. Glazer and Moynihan recently revised their
assessment of the direction the Puerto Ricans in New
York City are going.
. when we wrote Beyond the Melting Pot, the
alternative seemed to lie between assimilation and
ethnic group status; they now seem to lie somewhere
between ethnic group status and separation . .
3Nathan Glazer and Daniel Patrick Moynihan, Beyond the
Melting Pot, 2nd ed. (Cambridge: M.I.T. Press, 1910 p. xxiii.
Joshua Fishman, drawing from an extensive socio-
linguistic study of a New York Puerto Rican community,
echoed the Glazer and Moynihan position.
maintenance of Spanish is a reality among
New York Puerto Ricans because they do associate
language with this most important cluster-family
kinship, and ethnic ties . . . Spanish is not only
necessary for conversation with aged grandparents,
but also with younger relatives in Puerto Rico
who frequently visit and who are frequently visited.
The language, social patterns and culture are being
maintained. However, their perception of the Puerto Rican's
status vis-a-vis the larger society is also important.
Puerto Ricans still see themselves in the
immigrant-ethnic model; that is they see their
poor economic and political position as reflecting
recency of arrival and evil circumstances that can
still be overcome. They have an explanation for
their poor circumstances that does not demand
revolutionary change . . 5
The Puerto Ricans see themselves as gradually being
assimi-lated into the society. But the future is unclear
if there is no change in their poor economic and
political position.
'Joshua Fishman, et. al., "Bilingualism in the
Barrio," August, 1968, ERIC ED 026 546.
(Citations similar to the preceding are references
to documents which are available from the Office of
Education, Educational Resources Information Center.
The documents are available from ERIC in hard-back or
microfiche. The ones cited in this thesis are available
at Longfellow Library, Harvard School of Education.)
5Glazer and Moynihan, Melting Pot, p. lxix.
CHAPTER II
SPANISH-SPEAKING IN BOSTON
There is little information available on
Spanish-speaking population. This is because of
recency of their arrival, their linguistic isola
and high mobility within the city. The most acc
data comes from a survey sponsored by the Action
Boston Community Development (ABCD) and carried
by Dr. David Smith, Institute of Human Sciences
Boston College. Five hundred and thirty-five Sp
speaking residents of Boston were interviewed la
While the final report has not been released on
study, I was able to use some of the data.1
The majority of the Spanish-speaking hea
households in Boston is Puerto Rican (58.7%) Th
remainder is 25.3% Cuban, 13.9% from other Latin
countries, and 2.1% born on the mainland. The n
Rican population comes from predominately urban
the Puerto Ricans are predominately rural.
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'An analysis of the educational variables is
included in Appendix B of this thesis. Also, a discussion
of the sampling methodology and reliability of the data is
presented. In the tables which follow I have used the
weighted sample. This sample was derived from the
unweighted sample (N=535) and is designed to be representa-
tive of the total Spanish-speaking population in Boston.
TABLE A
SIZE OF BIRTHPLACE BY COUNTRY OF CHILDHOOD (N=7198)
COUNTRY OF CHILDHOOD
SIZE OF
COMMUNITY
Rural
Under
10,000
50,000
Over
,000
,000
,000
,000
Total of all
Spanish-
Speaking
12.9%
28.9
25.4
13.2
19.6
100.0%
U.S.
5.7%
0
0
13.3
80.0
Puerto
Rico
20.0%
36.3
29.4
10.0
4.2
Cuba Other
2.8%
20.8
23.0
17.2
36. 1
2.0%
16.3
17.1
19.2
45.4
100.0% 99.9% 99.9% 100.0%
(150) (4244) (1826) (1008)
TABLE B
REASONS CAME TO THE UNITED STATES
(N=7 320)
COUNTRY
BY COUNTRY OF CHILDHOOD
OF CHILDHOOD
Total of all
Spanish-
Speaking U.S.REASONS
Political .
Economic
Meet Spouse
Meet Relatives
Job Intention
agriculture
other
Job Promise
agriculture
other
Other
24.2%
35.6
4.8
9.6
4.4
4.3
.1
.3
16.7
100.0%
0
13.3%
6.7
13.3
0
0
0
0
66. 7
Puerto
Rico
.2%
50.2
7.1
12.6
.2
.2
15.8
Cuba Other
89.5% 9.1%
5.6 32.3
0 4.0
.5 13.1
0
0
0
0
4.4
3.0
2.0
0
1.0
35.5
100.0% 99.9% 100.0% 100.0%
(150) (4294) (1868) (1008)
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TABLE C
WORK SITUATION
(N=7250)
OF SPANISH-SPEAKING BY COUNTRY OF CHILDHOOD
COUNTRY OF CHILDHOOD
SITUATION
Wo r k i n g
Laid Off
Unemployed
Reti red
Student
Housewife
Wel fare
Other
Total of
Spanish-
all
Speaking U.S.
49.1%
.6
3.6
.4
1.3
9.5
34.3
1.2
100.0%
46.7%
0
0
0
0
13.3
40.0
0
100.0%
(150)
Puerto
Rico
31.0%
1.1
4.9
.5
1.8
10.9,
48.8
1.0
100. 0%
(4254)
Cuba Other
75.4%
0
1.6
0
0
10.0
12.5
.5
100.0%
(1868)
77.8%
0
3.0
1.0
2.0
2.0
13.2
1.0
100.0%
(978)
TABLE D
EVALUATION
CHILDHOOD
OF PRESENT ECONOMIC SITUATION BY COUNTRY
(N = 7280)
COUNTRY OF CHILDHOOD
SITUATION
EVALUATION
Meager
Just Enough
Sufficient
Enough
Good
Very Good
Total of
Spani sh-
all
Speaking U.S.
21 .3%
22.1
15.6
18.9
17.2
4.9
100.0%
20.0%
46. 7
13.3
13.3
6.7
0
Puerto
Rico
32.0%
25.3
15.5
17.5
8.4
1.2
100.0% 99.9%
(150) (4254)
Cuba
3.9%
15.4
19.-2
23.0
27.7
10.8
Other
7.9%
16.9
9.9
18.3
36.9
10.1
100.0% 100.0%
(1868) (1008)
TABLE E
COMPARISON OF
IN HOMELAND (
PRESENT
N = 7210)
ECONOMIC SITUATION WITH SITUATION
COUNTRY OF CHILDHOOD
PRESENT
SITUATION
Much better
Some better
Same
Little worse
Much worse
Total of
Spanish-
all
. Speaking U.S.
29.2%
33.4
18.3
12.5
6.6
100.0%
37.5%
25.0
25.0
0
12.5
100.0%
(80)
Puerto
Rico
33.6%
39.9
16.0
7.1
3.5
Cuba Other
15.0%
14.9
28.4
26.3
15.5
100.1% 100.1%
(4274) (1858)
36.1%
40.7
9.0
11.2
3.0
100.0%
(998)
OF
TABLE F
ABILITY TO READ SPANISH BY COUNTRY OF CHILDHOOD (N=6662)
COUNTRY OF CHILDHOOD
Total of
Spanish-
all
Speaking U.S.
76.8%
11.1
12.1
100.0%
28.6%
28.6
42.9
Puerto
Rico
67.6%
13.5
18.9
Cuba Other
90.9
9.1
0
96. 7%
2.2
1.1
100.1% 100.0% 100.0% 100.0%
(140) (3800) (1714) (908)
TABLE G
ABILITY TO WRITE SPANISH BY COUNTRY OF CHILDHOOD
COUNTRY OF CHILDHOOD
Total of all
Spanish-
Speaking U.S.
75.6%
10.5
13.9
100.0%
28.6%
21.4
50.0
Puerto
Rico
66.1%
12.4
21.5
Cuba Other
90.3%
9.1
.6
95.6%
3.3
1.1
100.0% 100.0% 100.0% 100.0%
(140) (3800) (1714) (908)
ABILITY
Yes
Some
No
ABILITY
(N=6662)
Yes
Some
No
Puerto Ricans. The mainlanders show what is probably a
loss or atrophy of their first language. 42.9% cannot
read Spanish and 50% cannot write Spanish. Of the Puerto
Ricans, 18.9% cannot read Spanish and 21.5% cannot write it.
There has been only a limited acquisition of English.
Of the total Spanish-speaking population, 20.4% can speak
English; 28.2% can read it; 23.5% can write it. Predictably
the mainland population has the highest English literacy
level. All can speak and read English and 93.3% can
write it. On the other hand, the Puerto Ricans are the
least literate in English. Only 24.4% c.an speak English;
only 22% can read it; only 17.2% can write it.
The language barrier of the Spanish-speaking
population tends to isolate the community from normal
channels of access to the larger society and its services.
One ex-ample of the lack of access is the very low number
of contacts made by the 1970 census takers. 33.5% of the
total Spanish-speaking population was not contacted by
the census. Almost half (44.6%) of the Puerto Ricans were
not contacted. Of those who were, less than 15% were
provided a form in Spanish. Given the low level of English
literacy in the population, there is little chance that
the census data on the population will be reliable.
We have briefly discussed some objective measures
of the conditions of the Spanish-speaking in Boston. We
have seen that most of the population feels that their
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TABLE H
ABILITY TO SPEAK ENGLISH BY COUNTRY OF CHILDHOOD (N=7290)
COUNTRY OF CHILDHOOD
Total of all
Spanish-
Speaking
30.4%
43.4
26.3
100.0%
U.S.
100.0%
0
0
Puerto
Rico
24.4%
44.0
31.5
Cuba Other
35.7%
43.7
20.7
35.3%
46.4
18.3
100.0% 99.9% 100.1% 100.0%
(150) (4264-) (1868) (1008)
TABLE I
ABILITY TO READ ENGLISH BY COUNTRY OF CHILDHOOD (N=7310)
COUNTRY OF CHILDHOOD
Total of all
Spanish-
Speaking U.S.
28.2%
30.2
41.6
100.0%
100.0%
0.
0
Puerto
Rico
22.0%
27.0
51.0
100.0% 100.0% 100.0%
(150) (4294) (1868)
TABLE J
ABILITY TO WRITE ENGLISH BY COUNTRY OF CHILDHOOD (N = 7320)
COUNTRY OF CHILDHOOD
Total of all
Spanish-
Speaking U.S.
23.5%
21.0
55.5
100.0%
Puerto
Rico
93.3% 17.2%
0 15.6
6.7 67.1
100.0% 99.9%
(150) (4294)
Cuba Other
31.2% 25.4%
29.6 31.2
39.3 43.4
100.1% 100.0%
(1868) (1008)
ABILITY
Yes
Some
No
ABILITY
Yes
Some.
No
Cuba
35.4%
37.3
27. 3
Other
30.7%
35.7
33.7
100.1%
(998)
ABILITY
Yes
Some
No
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TABLE K
CONTACTED BY 1970 CENSUS BY COUNTRY OF CHILDHOOD (N=7290)
COUNTRY OF CHILDHOOD
CONTACTED
Total of
Spanish-
all
Speaking U.S.
Puerto
Rico Cuba Other
73.7% 55.4% 79.6% 88.1%
26.3 44.6 20.4 11.9
100.0%
(150)
100.0%
(4264)
100.0%
(1868)
100.0%
(1008)
TABLE L
OF THOSE
SPANISH
CONTACTED,
(N=5950)
THOSE WHO RECEIVED CENSUS FORMS IN
COUNTRY OF CHILDHOOD
FORMS IN
SPANISH
Total of all
Spanish- -
Speaking U.S.
20.0% 28.3% 4.5% 12.8%
80.0 71.7 95.5 87.2
100.0%
(110)
100.0%
(2392)
100.0%
(1570)
100.0%
(888)
Yes 66.5%
33.5
100.0%
Yes 14.8%
Puerto
Rico Cuba
85.2
100.0%
Other
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TABLE M
BELIEF THAT AMERICANS
CHILDHOOD (N-7278)
HELP ONE ANOTHER BY COUNTRY OF
COUNTRY OF CHILDHOOD
HELP
Yes
Some yes,
some no
Out for
themselves
Total of all
Spanish-
Speaking U.S..
8.1%
60.6
31.3
100.0%
Puerto
Rico Cuba Other
5.5% 12.0% 13.1%
46.7% 56.0 70.6 63.7
53.3 38.5 17.5 23.2
100.0%
(150)
100.0%
(4252)
100.1%
(1868)
100.0%
(1008)
TABLE N
DISCRIMINATION
(N=7278)
IN THE UNITED STATES BY COUNTRY OF CHILDHOOD
COUNTRY OF CHILDHOOD
AMOUNT OF
DISCRIMINATION
None
Little
Some
A lot
Very much
Total of
Spanish-
all
Speaking U.S.
29.0%
9.3
23.3
21 .5
16.9
100.0%
7.7%
15.4
23.1
15.4
38.5
100.0%(150)
Puerto
Rico
19.9%
7.6
26.6
26.0
19.9
100.0%
(4252)
Cuba Other
52.1%
11.5
16.7
10.4
9.4
100.0%
(1868)
46.0%
14.3
15.9
15.9
7.9
100.0%
(1008)
CHAPTER III
THE SCHOOL SYSTEM RESPONSE
The rapid growth of the Spanish-speaking has
taken place within a national context of urgency.
In the last decade we have seen the rise of the
"urban crisis" and the fall of the "melting pot"
myths. The Blacks have drawn attention to the decay
of our cities and the inhumanity of the social conditions
in whi-ch they live. They have
the idea of Black power and pri
group identity based on shared
Blacks have demanded of the Ame
make a commitment to the realiz
ideal of cultural pluralism.
One focus of the Black
schools. In Boston there have
part of the Black community to
struggled and set
de, of a struggle
culture and experi
rican system that
ation of the Ameri
struggle has been
been many efforts
change the public
schools. School boycotts and strikes, electoral efforts,
lobbying, pressuring, negotiating and disruptions have
all punctuated the decade. And the struggle
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continues.1 METCO busses Black children to suburban
schools, to free them from the chains of the Boston
schools. Free schools are growing throughout the city
as educational alternatives.
But the one vital school system model for
schools all over the country, and.noted for its pro-
gressiveness, has been slow to shape its responses.
The public schools are facing a myriad of problems.
Many of the facilities are old and decaying. There
has been an influx of minority groups and departure of
the middle class and the greatly needed tax base. The
bureaucracy of the system has grown and is well-entrenched;
it is over 90% white.
The administration, the School Committee, the
teachers, the city's political ethnic past, its
geographical and political situation, its economy,
all fit together to produce an attitude and set of
practices that keep the school system functioning
and basically undisturbed. 2
Now the Spanish-speaking are making demands on
the school system. The Spanish-speaking are sending their
children to the schools, with high expectations for their
'For stories of this struggle see William Ryan,
"Strategies for Change: A Case Study of the Struggles
to Integrate Boston's Schools," September, 1967 (mimeographed);
Barbara Jackson, "Roxbury Alternatives to the Neighborhood
School," revised edition, January, 1969 (mimeographed);
Peter Schrag, Village School Downtown (Boston: Beacon Press,
1967); Jonathan Kozol, Death at an Early Age (New York:
Bantam Books, 1967).
2 Peter Schrag, Village School, p. 67.
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The school is seen as the one source for
nd economic mobility for the immigrant population.
ish-speaking feel that if their children go to
learn English and graduate, that they will be
get a job and get along in American society.
the Spanish-speaking are~realizing that the
ystem is failing them also. The children are not
11 in school, academically nor socially. The
are the brunt of the discriminatory attitudes
in the school system. The children are dropping
arge numbers.'
The school system has developed programs for the
speaking. It had to start from practically
The only program which it was operating which
drawn upon for the Spanish-speaking was the
ol for Immigrants, recently renamed the English
3 This myth has been romanticized. For a critique
see Charles E. Silberman, Crisis in the Classroom (New York:
Random House, 1970), pp. 53-61.
4The number of children that drop out each
year is not really known. In a recent statement by the
Superintendent of Schools, William Ohrenberger, it was
reported that of the 176 Puerto Rican high school
students, 12 freshmen and 5 sophomores (no juniors or
seniors) had dropped out in the 1970-1971 school year.
This is questionable and does not include the drop out
of other Latin Americans nor of younger children. (William
H. Ohrenberger, "Statement Before the Massachusetts
State Advisory Committee to the U. S. Commission on
Civil Rights" (12 May 1971, Mimeographed), p. 6
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Language Center. An English as a Second Language program
was started in September, 1967; Title VII, Bilingual
Education program in September, 1968; and the Bilingual
Transitional Clusters in January, 1970. The Department
of Bilingual Education was created in September, 1970,
to coordinate these responses. It is important to
emphasize at this point that the responses, like Topsy,
just grew. It was only at the point that there were over
a million dollars and four major programs involved that
the school system developed the Department of Bilingual
Education.
These programs have come into existence within
a short period of time. During this time the student
population has grown rapidly.
Collection of data on the number of Spanish-speaking
children in the Boston Public Schools is very difficult.
On the following pages I have included the most complete
set of data, though it is dated. From the 1968 to the
1969 school year, the Spanish-speaking children increased
in number from 2,505 (or 2.63% of the total) to 3,505
(3.8%); this represents a 28% increase in student
population, making them the most rapidly growing minority
except the very small number of American Indians. The
growth has been primarily in elementary school level.
The growth of the number of Spanish-American teachers
TABLE 0
BOSTON SCHOOL SYSTEM RESPONSES TO THE SPANISH-SPEAKING
Program
English
Language
Center
English as
a Second
Language
Bilingual
Education
Bilingual
T ransi ti onal
Clusters
No. of
Pupils
Started Ages 1970-1
1911
14-18;
adults 390
1967 all grades 600
1968
Jan.
1970
6-14 160
No. of
Spanish-
Speaking
Pupils
c.100
(30%)
520
160
6-14 250 250
Funding
City
1/3 classes
from federal
via Title I,
ESEA; 2/3 city
Federal,
Title VII, ESEA
Ci ty
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TABLE P
CENSUS OF
SCHOOLS,
CHILDREN AND
1968-1969
TEACHERS IN THE BOSTON PUBLIC
STUDENTS
1969
TEACHERS
1969
White
Bl ack
SPANISH-
AMERICAN
Oriental
American
Indians
Source: U. S.
'School System
68,703 (69.11%)
25,190 (26.50%)
2,505 ( 2.63%)
1,617 ( 1.70%)
56 (
95,071
.06%)
62,657 (66.03%)
27,276 (28.75%)
3,205 ( 3.38%)
1,643 ( 1.73%)
106 (
94,887
Department of Health,
Report," July, 1970.
4251 (94.6%)
226 ( 5.0%)
10 (
.11%) 0
4495
Education, and Welfare,
1968
.2%)
.2%)
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TABLE Q
CENSUS OF CHILDREN IN BOSTON
AND HIGH SCHOOLS, 1968
PUBLIC ELEMENTARY, INTERMEDIATE,
Whi te
Black
SPANISH
Oriental
Indi an
Source:
Elementary
66.84%
28.06
3.31
1 .73
.07
100.00%
(57,587)
Boston Sch
-ment of He
Report,"
Intermediate High
68.33% 76.98%
29.57 19.50
1.65 1.02
.43 2.43
Special
47.27%
29.43
16.15
7.16
.02 .07 0
100.00% 100.00%
(16,324) (20,392)
100.00%
(768)
ool Department as reported in
alth, Education and Welfare,
July, 1970.
Boston
79.11%
26.50
2.63
1 .70
.06
100.00%
(95,071)
U. S. Depart-
School System
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has not kept pace. In 1969 there were only 10 (0.2% of
the total) Spanish-American teachers in the schools.'
At present, there is no alliance nor sense of
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discover their feelings about particular issues.
3. The Spanish-speaking in Bost
a new, extremely diverse population. Cohesion,
alone a concerted action, around the schools and
tional issues would seem highly improbable.
4. The Latins in Boston have ma
only one of which is their children's education.
are living from day to day, struggling for survi
Schools and education are very abstract concerns
a context.
on are
let
educa-
ny concerns,
Many
val.
in such
5. The language barrier between the
Spanish-speaking and the majority community probably
prevents exchange of information and intimidates the
Spanish-speaking, which in turn inhibits them from action
against its institutions.
but the ir con di ti on
6. The school system has responded to
the Spanish-speaking. They have created a number of
programs. This activity would tend to mitigate
organization against the schools, since it seems that
the system is trying.
7. There is a group of what I call the
educational leaders. They are well-educated, middle-class,
and concerned about the education of the Spanish-speaking.
They have been active in the past few years and, through
pressuring, they have been instrumental in the creation
of the present programs. They are recognized by the
system as the legitimate representati'ves of the community.
The contact between the leadership and the Spanish-speaking
community is limited. Their modus operandi is productive
and they are not interested in changing, becoming more
aggressive, or broadening the involvement.
In conclusion, the growth of the Spanish-speaking
in Boston creates a challenge to the school system.
With increasing vehemence members of today's second
generation--who in Boston are primarily Neqro,
Puerto Rican and Chinese--say that they will not be
treated by the schools as earlier groups have been
treated. They are asking, not always clearly, that
teachers find ways to help ch.ildren mature according
to their respective ethnic standards and still teach
them the freedom and strength they will need in
contemporary society. They are asking that schools
open new ways of living without ignoring inherited ones.'
The challenge to the School Department is to respond to
and respect the diversity of its pupils.
'Joseph Cronin, Organizing An Urban School System
for Diversity (Boston: Massachusetts Advisory Council on
Education, 1970), p. 11.
CHAPTER IV
INFORMATION RELEVANT TO THE EDUCATION
OF THE SPANISH-SPEAKING IN BOSTON
When I first began this thesis I thought that
there would be almost no information available relevant
to the education of Spanish-speaking in Boston. Once I
began the search I discovered that there is a lot of
information (which I have included in my bibliography).
At the same time, this information has *not been drawn
together and analyzed; policy implications and recommenda-
tions for educational programs for the Spanish-speaking
have not been developed. As part of my own self-education,
I have tried to draw the information together in three
fields which are relevant to the education of the Spanish-
speaking in Boston. The topics covered in these essays
are research on bilingualism, evaluations of the Boston
projects, and data on the educational needs and problems
of the Spanish-speaking in Boston. These essays are
incorporated in Appendix A for those who are interested in
any or all of these topics in greater depth. Here I will
present summaries of the essays.
A. RESEARCH ON BILINGUALISM'
A perusal of the literature on bilingualism shows
that many of the studies which have been conducted have
been poorly designed, uncontrolled for variables which
have inadvertantly affected the outcome, employed biased
research tools, and are not oriented toward the develop-
ment of educational programs.
A lot of the present information available is
centered around trying to explain why the non-English
speaking have trouble in the schools. There is plenty
of information which documents that comparatively
speaking, the Spanish-speaking students tend to perform
worse than the whites or blacks in the schools. The
once widely accepted thesis that bilingualism per se
negatively effects mental development has been challenged.
Presently various studies suggest that the Spanish-speaking
may be linguistically handicapped by his bilingualism, may
suffer learning disabilities (which are not a function of
his bilingualism), and may be disadvantaged by inappro-
priately designed educational programs.
'This research is based on studies which are
relevant to the Spanish-speaking in Boston. Many
linguistic, social, economic and cultural variables
will have influence on the outcomes of studies. I have
tried to include information which would be comparable
to.the situation of the Spanish-speaking in Boston,
studies which seem well-designed and/or high suggestives.
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It is assumed by most educators involved in the
education of Spanish-speaking children that the best
medium for initial instruction is the native tongue,
with the gradual introduction of English as a subject.
The goal is fluency in both languages. This approach is
known as bilingual education. (This contrasts with the
English as a Second Language approach, which teaches
English without introduction of the mother tongue. The
goal is fluency in English.) For teenagers and adults
it is generally assumed by the educators that the bilingual
approach is no longer effective and that English as a
Second Language method is preferable.
The presently available research consists of
mixed findings on when which of the methods of instruction
is preferable. There are several significant studies
which suggest that the English as a Second Language
approach is effective for young children (first graders)
and that there is considerable transference of language
development between languages.2
The whole question of the interrelationship between
bilingualism and biculturalism has been largely left
2 W. E. Lambert, M. Just, and N. Segalowitz,
"Some Cognitive Consequences of Following the Curricula
of the Early School Grades in a Foreign Language," in
Report of the Twenty-First Annual Round Table Meeting on
Linguistics and Lanquaqe Studies: Bilingualism and
Language Contact: Anthropological, Linguistic, Psychological
and Sociological Aspects, ed. by James E. Alatis (Washington,
D.C.: Georgetown University.Press, 1970), pp. 229-279.
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unexplored. The linguists do seem to be moving very
tentatively in this area but the extent that the
environment, personnel, and content of the instruction
need to reflect the bicultural, as well as bilingual,
situation of the learner is unclear. The question of
whether classes should be linguistically integrated or
segregated to produce more effective learning and/or
promote a more harmonious social environment is also
cl ouded.
In short, at present it is difficult to draw
any firm guidelines for the development of bilingual
educational programs from the present research. The one
thing that is clear is that the programs should be
flexible and experimental in nature. The oft-repeated
guidelines, such as "the child learns best in his mother
tongue," are not necessarily proven true by the research.
B. EVALUATION OF BOSTON PROJECTS FOR THE SPANISH-SPEAKING
There have been four evaluations conducted on the
Boston school system projects for the Spanish-speaking.3
3 Heuristics, Inc., "An Evaluation of the English as
a Second Language Program of the Boston Public Schools,
1968-1969," (Dedham, Massachusetts: August, 1969, mimeo-
graphed); "An Evaluation of the English as a Second
Language Program of the Boston Public Schools, 1969-1970"
(Dedham, Massachusetts: October, 1970, mimeographed);
"Evaluation of the Title VII, Bilingual Education Project
of the Boston Public Schools, 1969-1970" (Dedham,
Massachusetts: August, 1970, mimeographed); and Marvin
G. Cline and John F. Joyce, "An Evaluation of the EDC Role
in the Bilingual Transitional Clusters of the Boston Public
Schools" (Newton, Massachusetts: Educational Development
Center, January, 1971).
Evaluations are a form of research,, designed to assess
the progress of an individual, class or program. Because
they are research, they reflect the lack of sophisticated
measuring instruments which we found to be characteristic
of the research on bilingualism discussed in the previous
section. Thus, few tools exist. *Those that do exist
have been developed to assess objective performance
criteria, such as oral/aural comprehension and reading
level.
As with research on bilingualism, the evaluators
have not been able to develop reliable and valid measures
of effective growth, interrelationships among people,
and socio-cultural variables. Thus, for example, the
whole question of comparison of segregation or integration
was not considered in any of the evaluations. The most
effective way these educational components have been
described is through in-depth interviews with the
participants. In the evaluation of the Bilingual Clusters,
the interview method was utilized and the analysis clearly
illustrated the problems which existed among the staff
as a result of differing perceptions of what represents
"good education" for the Spanish-speaking. There has been
no effort to conduct in-depth interviews with the students
in the programs.
At present one of the major limitations of-the
evaluation process is that what information is developed
is not available as feedback for the planning process.
The evaluations are year-end reports of the overall
progress of the project. These reports do not reach the
hands of the project personnel until well into the
following school year, at which time they best serve
as histories of the projects. The evaluations, instead,
are used as part of the request for project refunding.
(They are required for all projects funded under the
Elementary and Secondary Education Act.)
In short, the evaluation process is limited by
the lack of deve
ment instruments
designed to prov
lopment of valid
. Also, the pro
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cess at present is not
for program planning.
C. INFORMATION ON THE EDUCATIONAL NEEDS AND PROBLEMS
OF THE SPANISH-SPEAKING IN BOSTON
The school system has not made an effort to compile
information developed inside or outside of the system
on the educational needs and problems of the Spanish-speaking.
The system is even reluctant to keep such information as
grades, test scores, or grade-levels by minority groups.
Furthermore, information basic to planning and decision-
making on the children involved in the special programs
for the Spanish-speaking is not developed.
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'In chronological order: Rosemary Whiting, "An
Overview of the Spanish-Speaking Population in Boston"
(Office of Public Service, August, 1969, mimeographed);
Rosly Walter, "Proposal for Bilingual Transitional Clusters
Within Boston Public School Districts" (Educational Develop-
ment Center, August, 1969, mimeographed); Task Force on
Children Out of School, "The Way We Go to School: The
Exclusion of Children in Boston" (Boston, 1970, mimeographed).
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The best study was sponsored by the Action for Boston
Community Development, the anti-poverty agency, and
conducted by Dr. Smith at Boston College. Analysis of
the educational variables of the ABCD-BC study is
included in Appendix B.
A brief survey of the data suggests that most
of the Spanish-speaking are anxious for their children
to learn English. The ABCD-BC study found that 88.3% of
the population prefers classes taught in English, with
help in Spanish, over classes taught in Spanish, with
English as a second language (the format of the
bilingual education approach). The question of integrated
or segregated classes was raised in only one small
survey; the results were inconclusive; those interviewed
were divided between those preferring integrated classes
and those preferring segregated ones.5 Only two surveys
included questions on citizen involvement in the schools;
most of those interviewed thought that there should be
some community participation in the programs for the
Spanish-speaking children.6 None of the surveys asked
the interviewees to defind the components of "good education."
sEmergency Tenants Council. "Emergency Tenants
Council Blackstone School Interviews" (Boston: August,
1969, mimeographed).
.Ibid.; and Educational Planning Center of the
Boston Public Schools, "Appendix A, Appendage to Summer
Survey" (Boston: n.d., mimeographed).
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time, it has been clear from the analysis of the data
available that some of the more basic questions on the
education of the Spanish-speaking have not been answered,
nor even good guidelines for alternative forms of approaches
been developed.
The one direction that is clear is that there are
extensive needs for development of information relevant
to the formulation of programs to meet the educational
needs of the Spanish-speaking. However, collection of this
information will take time, and the planner must act now.
How can he develop plans which are responsive to the needs
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Are the classes integrated or segregated? To what extent
is the bicultural component of the curriculum developed?
What are the components of what is considered to be good
education for the Spanish-speaking?
PART II
CASE STUDIES
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CHAPTER V
INTRODUCTION
The purpose of this thesis is to describe and
analyze the educational planning which has been done
for the Spanish-speaking in Boston. In the first section
I have tried to describe some of the components of the
context in which this planning has taken place. In
this section I will present case studies of the various
programs which have been created for the Spanish-speaking.
The components of the planning process will be investi-
gated: 1) program initiation; 2) initial planning;
3) program operations and planning; 4) parental and com-
munity involvement; 5) educational goals.
I have intentionally selected a rather broad
focus on the overall planning process for a number of
reasons. First, this is the initial study on the subject.
Thus it was necessary for me to scan the broadest spectrum
of the planning process in order to identify what were
the significant themes. Also, as a first study, I think
this broad perspective will be more useful and suggestive
to others. Furthermore, the planning process which I will
be describing is not a highly differentiated function.
planner as such; the planning
functions tend to be an integral, undi sti ngui shed
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and holds classes in a once-condemned schoolhouse in the
South End.
The English as a Second Language program was started
in 1967 with funding from the federal government under
Title I of the Elementary and Secondary Education Act, a
There is no educ-ati onal
compensatory education program.. In the ESL programs,
teachers instruct non-English speaking students for a
short period each day, pulling them out of their regular
classrooms. The ESL classes are now funded by both the
city and the federal government.
The Title VII, ESEA, is the Bilingual Education
Act which provides federal assistance for bilingual
instruction. Boston was one of the first cities to
receive funding under this Title and is presently offering
bilingual classes in several schools in the South End and
North Dorchester.
The last program to be developed has been the
Bilingual Transitional Clusters, a city-funded program.
The Clusters have been designed as reception centers
for the newly-arrived Spanish-speaking students. There
are two Clusters--one in the South End and the other in
North Dorchester.
I will also present a case study of the initial
planning for an elementary school. The Blackstone School
is proposed for the South End and has been designed to
specifically serve the Spanish-speaking population of that
nei ghborhood.
Before you start, I have included a list of
participants and a schematic representation of the
chronology of major events to help orient you and serve
as a reference.
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A. PARTICIPANTS
1. Boston School Department
William Ohrenberger, Superintendent of Schools.
Alice Casey, was Area V Assistant Superintendent
during the initial response of the system to the
Spanish-speaking. Now is Assistant Superintendent
of Special Services.
Jeremiah Botelho, Director, Department of
Bilingual Education, responsible to Alice Casey.
Department of Bilingual Education
William Mallon, Vice-Principal
charge of the English Language Center.
Ana Marie Diamond, new project
for English as a Second Language Program, was a
teacher.
in
director
Title VII
Joseph Ford, initial English as a
Second Language project director, now with Educational
Planning Center.
Martha Shanley Hass, director of
Title VII, Bilingual Education program, was an English
as a Second Language teacher, reports to Mrs. Carliner,
project supervisor, the Office of Education.
Carmen Necheles , Teacher-in-charge of
the Bilingual Transi ti onal Clusters, was an English
as a Second Language teacher.
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Educational Planning Center (EPC), the planning
arm of the Boston School Department responsible for
proposal development and new school planning. Originally
funded under Title III, ESEA and currently scheduled
for termination as result of School Committee austerity move.
Roger Beattie, planner who was responsible
for the Blackstone School project.
Dave Robinson and Rick Holmes, worked
with the Planning Center, developed the "Infill School"
proposal which was considered during the Blackstone
School planning process.
Public Facil
for the construction
Mike
worked with Roger Be
proposal.
ities Commission (PRC), respons
of the school plant.
Plumer, a consultant to PFC,
attie in writing the Blackstone
2. Community Groups
South End Community Educational Council (SECEC),
a group concerned about educational reform worked with
Roger Beattie on the development of the Blackstone proposal.
Emergency Tenants Council (ETC), a grass-roots
organization of the Puerto Rican community in the South
End, was concerned about the Blackstone school proposal.
ibl e
Association for the Protection of the
Constitutional Rights of the Spanish-Speaking (APCROSS),
the Spanish-speaking arm of the Action for Boston
Community Development (ABCD)--the anti-poverty agency;
was included in the Ad Hoc Planning group for the
Bilingual Clusters, sponsored study on the Spanish-speaking
in the South End.
Education Committee of the Spanish-speaking
Federation, now in a state of reorganization, played a
leadership role in the Ad Hoc Planning group for the
Bilingual Clusters, includes most of the key staff in
the Bilingual Department and some of-the others deeply
concerned about educational problems of the Spanish-
speaking.
Alianza Hispanica, a new organization which is
composed of educators concerned about the problems of
the Spanish-speaking; based in North Dorchester, was
involved in the Ad Hoc Planning group for the Bilingual
Clusters and is pressuring to get one of the clusters
moved from its present temprorary site.
En La Brecha, a militant, pro-independence
organization which has been peripherally involved in
education issues; its head was a community coordinator
for the Clusters, but was fired.
3. Outsiders
Robert Saites, P
Boston University, consu
Second Language program
Heuristics, Inc.
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Israel Feliciano, director of Emergency Tenants
Council, wanted to get the issue of the site location
for the Blackstone school settled so sent his staff to
work, but was not interested in educational issues.
John Sharratt, architect, working with Emergency
Tenants Council, involved in the drafting of the
Blackstone proposal.
Victor Feliciano, President of Emergency
Tenants Council, fleeting interest in the educational
issues surrounding the Blackstone School.
Nancy Cynamon, Urban Field Service student,
worked with Emergency Tenants Council and with the group
on the Blackstone School proposal, tried to develop
discussion of the educational issues around the Blackstone
School, made a community survey.
Linda Feldman, Urban Field Service student who
worked with Nancy Cynamon on the Blackstone School program.
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CHAPTER VI
ENGLISH AS A SECOND LANGUAGE
In many ways the English As a Second Language
program is the most difficult of the case studies to
present. It is the largest program operating in Boston,
with 70 teachers. However, the program is the most
fragmented of all the programs in Boston and it is
presently undergoing a substantial shift in orientation.
A. PRECEDENTS
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Different roles were created to help the new
student. One was the "buddy system." A Puerto Rican
child who had been in New York for some time would be
assigned to help a newcomer. He would translate for him,
explain the rules and regulations and give him other tips
on how to adjust to the schools. In the schools where
there was a high concentration of Puerto Rican enrollment,
Substitue Auxiliary Teachers (SAT) were assigned. The
SAT's were of Spanish-speaking background, were qualified
to teach, but could not pass the speech test required
for a regular teacher's license. The particular duties
of the SAT were determined by the principal of the
school to which she was assigned. It was assumed that
a substantial portion of her time would be spent as a
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teenagers between
There are 37 different
coming
were no
countries represented in the student body, with
approximately 30% Spanish-speakers, half of whom are
Puerto Rican. The teaching of English continues in
the traditional manner, stressing purely cognitive
development and English grammar. It is the goal of
the program that the students who remain in the school
for a full year will be capable of speaking English well
enough to enter the regular school classroom or find
a job.
The English Language
is located in the Rice School
building was condemned in the
reopened to house the Center.
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too small for adults and teen
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rooms are overcrowded, and
lized at all for lack of
The operations of the school have also been
neglected. It is very evident that the Center is low
in priority within the school system. It is under-
staffed, headed by a vice-principal, lacks special
'By 1962 the Rice School had already been
abandoned. It and the adjacent school were recommended
for demolition in a report sponsored by the School
Committee. Cyril Sargent, "Boston Schools - 1962"
(Boston School Committee, n.d., Mimeographed), p. 11-16.
services, materials and relevant teacher-training programs,
and is underfunded. 2 The Center also seems to be politi-
cally isolated. Decisions pertaining to its operations
such as the age levels of those eligible to attend the
school, are made without consultation of the vice-principal
or any one else on the staff.3
The English Language Center was inadequate to
meet the growing needs for schooling for the Spanish-
speaking. The program was designed for adults. New
programs had to be created for the children.
B. PROGRAM INITIATION
In the fall of 1967, the Boston Public Schools
initiated an English As a Second Language program. The
impetus for the program came from two sources:
1. The passage of the Elementary and
Secondary Education Act in 1965. One of the programs
eligible under Title I of this Act was ESL.
2. An ad-hoc committee from the South
End urged the school system to make application for ESL
as one way to start a concerted effort to respond to the
2 See a series of memoranda from William Mallon
to Alice Casey, re: Space Report, Personnel Budget,
and Intensive Training, dated 3 November 1970.
3 Interview with William Mallon, 29 November 1970.
educational needs of the growing number of non-English
speaking students in the schools.'
The school staff saw that the ESL approach was
one way to respond to the non-English speaking students
and knew that funds were available to finance the
program. Thus, an application was made, and eventually,
funds received.
At this time, it does not seem that the system
was committed to the development of a full program for
all non-English speaking students nor did the school
system see that the responsibility for such an effort
was totally theirs. In a memorandum of 1967, an
Assistant Superintendent asserted,
The teaching of English as a Second Language should
be encouraged if not required in all schools in
Puerto Rico. This should alleviate the language
difficulty greatly when Puerto Rican families decide
to migrate to the United States.'
C. PROGRAM OPERATIONS AND PLANNING
Initially the ESL program lacked space and
coordination. The ESL classes were added on to the normal
demand for classroom space. Therefore they were allocated
4I was not able to obtain information on this
effort. The Assistant Superintendent who talked with
the ad hoc group is deceased. The members of the group
(M. I. T. Professor Frank Bonilla and VISTA volunteer
Cecilia Rostow) have since moved from the city.
sBoston Public Schools, "Revised and Expanded
Language Programs for non-English Speaking Pupils"
(n.d., Mimeographed).
to unused, unwanted areas, often in basements, hallways,
closets and other such places. In addition, the original
teachers had no supervisory staff. Each teacher was
left to her own ingenuity to develop lesson plans. Many
sought help from a teacher in South Boston who had been
teaching Spanish-speaking students for several years.
Eventually this teacher could not respond to all the
teachers' needs for assistance and a psychological
examiner was named to head the program.
Since 1967, Boston's ESL program has grown;
the problems have remained the same. There is still the
problem of adequate space. Evaluators writing about
the 1969-1970 school program said,
Generally the instruction took place in an
atmosphere which, though not ideal, was not
detrimental to instruction. However, in some
instances ESL instruction was relegated to a setting
which would have challenged the skills of the most
remarkable teachers. 6
The ESL program still remains without strong
supervision. The psychological examiner was transferred
to the Educational Planning Center in early 1970. From
then until February 1971 there was no one person
responsible for the overall program operation, coordina-
tion or planning. The new supervisor is a Mexican-American,
6 Heuristics, Inc., "Evaluation of the English
As a Second Language Program of the Boston Public
Schools, 1969-1970" (Dedham, Massachusetts: October
1970) Mimeographed, p. 3.
80
former Title VII bilingual teacher and president of
Alianza Hispanica, a group of concerned Spanish-speaking
educators. Her job will be difficult because of the
relationship of the program to the school system, the
existence of two funding sources, and differences
within the staff in terms of teaching methods.
The positions of the ESL program within the
school system created a situation similar to being
between "the devil and the deep blue sea." The "devil"
(or devils in this case) are the principals of each
school where there is an ESL teacher. As presently
organized, ESL teachers are responsible to the principal,
and secondarily to the ESL supervisor. Some principals
have been very uncooperative with the new supervisor,
and in theory could prevent her from seeing the ESL
teachers during school hours. The principals can prevent
the ESL teachers from making home visits and having
meetings with parents. Finally, the ESL classes are
often misused by the school administration. They are
seen as dumping grounds for the problem students, a way
to get them out of the classroom at least for a short
period during the day.
The "deep blue sea" is the Title I office in the
State Department of Education. The administration and
funding of the federally-sponsored portion of the local
ESL program is directed from the state level. The ESL
just a small project among the many Title I
proj ects. (Overall fiscal 1969 spending on ESL represent
le I expenditures.) 7  And the Boston
one of many in the state.
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70ffice of Education, U. S. Department of Health,
Education and Welfare, History of Title I, ESEA
(Washington, D.C.: Government Printing Office, 1970), p. 28.
The Title I Division of the Office of Education had tried
to encourage the local and state educational agencies to
allocate additional funds to the non-English speakers but
there was little response. Commissioner Howe wrote a
memorandum in Mar.ch 1968 with the following directive:
"Every applicant should be aware of the needs of the
non-English speaking and bilingual children who live
in the eligible attendance areas. Special efforts
should be made to meet the needs of these children
through Title I or through another program in order
that they may learn to participate fully in the life
of their community. The strengths of their ethnic
backgr.ounds should be utilized in the development of
special programs related to their needs."(Memorandum from Harold Howe, II, to Chief State School
Officers, March 18, 1968, in Title I, ESEA Program Guides
Numbers 44 and 45A, Office of Education, Department
program is
are the
federal
community
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have different lesson plans and can develop different
approaches to teaching ESL. There has never been an
effort made to bring all the ESL teachers together for
a meeting. Such a meeting would be difficult to arrange;
it would have to be held after school hours, and the
Boston teachers (who do not receive a meeting stipend)
would less likely attend and probably be resentful of
their paid federally-funded counterparts.
Another problem with the present funding mechanism
is that it is virtually impossible to determine exactly
what the program costs. Cost figures for the program
are scattered in at least three different places: the
Title I department, the various principals' offices, and
the school system's central business office. Each of
these positions can account for some of the expenditures,
but none is responsible for bringing together all the
figures to show what the program costs nor the costs of
program components. Each fragment of the expenditures
of Health, Education and Welfare, May 1970, p. 9.)
This encouragement seems to have had little effect
on the Department of Education in Massachusetts. In the
guidelines used by the state somewhat after the memorandum,
there is not a repetition of Howe's statement nor even
mention of the possibility of use of Title I funds for
non-English speaking children. (Guidelines Title I of
Elementary and Secondary Education Act of 1965, Public
Law 89-10 developed by the Department of Education of
the Commonwealth of Massachusetts, July 1968, Mimeographed.)
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is subject to different decision-making processes.
Thus, different decision processes are responsible
for overall decisions about the allocation of
federal and local funds at different times of the
year. One group makes the basic Title I budget
decision in May and June, and another group makes
basic budget decisions regarding local funds for
the same schools in December and January. Two
different budgetary years are involved, as are
two sets of administrative decision-making processes.
And in each process is fragmentation of decision-
making power.8
There is one further categorization of ESL
teachers which divides them. In the 1970-71 school year
there were 20 bilingual-method ESL teachers; 30 ESL
teachers of elementary school; and 25 ESL teachers of
high school. The biling
own self-contained class
mother tongue and Englis
mother tongue is used as
of English with the help
a particular grammatical
would be taught first in
the lesson would be draw
demonstrate the usage in
The pull-out ESL
ual-method teachers have their
rooms. They teach in the
h for half of each day. The
a basis for the development
of contrastive analysis. If
concept is not understood, i
the native tongue, and then
n from that understanding to
English.
teachers will have different
concerns depending on the age group with which they are
8Joseph M. Cronin, Organizing an Urban School
System for Diversity (Massachusetts Advisory Council
on Education, 1970, Mimeographed), p. 239.
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working and the linguistic mixture in the classroom.
It is not unusual for a teacher to have more than two
language groups in the classroom. 9
For the coming school year there is yet another
classification which will be added: a master teacher.
The master teachers will be those who have experience
with ESL teaching. They will act as trainers and
supervisors of the less-experienced teachers. There are
100 ESL teachers proposed for the 1971-72 school years.
With this vast differentiation of approaches it
is not surprising that evaluators of the program found
there was a lack of a basic pattern of instruction,
. . . there ought to have been some underlying
instructional techniques. The observation of the
teachers seemed to indicate that if a pattern of
instruction existed, it was too heavily dependent
upon the individual teacher's planning, rather
than from direction offered by a central source.
Without direction from a central source, such a
widely diffused program as ESL in the Boston
Schools appeared to be in danger of instructional
disintegration.' 0
The lack of basic pattern of instruction might
actually be an asset. It would mean the teachers would
9 In November,
the ESL program. The
Spanish-sp
4 French,
the mainla
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506 Spanis
17 Greek,
2 Lebanese.
"Report of
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1967, there were 477 students
language breakdown was 297
ing, 44 Chinese, 23 Portuguese, 20 Greek,
talian, 2 Lebanese, 2 Turkish and 43 from(language unspecified) and 5 unknown. In
there were 727 students; the breakdown was
peaking, 40 Italians, 30 Portuguese,
French, 4 Japanese, 4 Arabic, 3 Korean,
d 1 Norwegian. (Boston Public Schools,
rvey of November, 1967 and April 1969,
a Second Language," n.d., Mimeographed.)
.
0Heuristics, Inc., "Evaluation 1969-1970," p. 7.
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have freedom to innovate and develop their teaching to
respond to the specific needs of their students. However,
it seems as if most of the teachers are not familiar
enough with teaching techniques to provide them with a
sound foundation for innovation.
Teachers indicated uncertainty about the objectives
of instruction,questioned the general organization
of the ESL program in the Boston schools and
indirectly demonstrated a desire for a more con-
certed instructional strategy because they over-
whelmingly felt that new ESL teachers needed
special training before engaging in ESL instruction.1
D. PARENTAL AND COMMUNITY INVOLVEMENT
The ESL program has incorporated one of the
components of the New York City program--the Substitute
Auxiliary Teacher. Under the present programs the
SAT is referred to as a teachers-aide. Initially
under ESL the teachers-aides served two functions:
1) assistant in the classroom; and 2) liaison with
the parents of children in the ESL classes. Members
of the Spanish-speaking community were hired to fill
these positions.
During this p.ast year there were 16 teacher-aides
under the ESL program. A new position was also created
--that of community field coordinator. The aides now
remain close to the classroom, serving as teachers'
"Heuristics, Inc., "Evaluation 1969-1970," p. 16.
assistants. The community field coordinators serve the
liaison function with the parents and community.
There are three city-wide Title I Advisory
Councils. These councils are elected from parents of
students enrolled in Title I classes. They oversee
the operations of the Title I programs and make recommenda-
tions. There are no Spanish-speaking representatives
on these Councils. Nor is there any other mechanism for
including the parents of the ESL students in program
planning or decision-making.
E. EDUCATIONAL GOALS
In the evaluations of the ESL program, the
evaluators found that there was general lack of under-
standing of program goals and absence of clearly
stated program objectives." In a program that is as
fragmented as the ESL program and one that has not had
strong leadership, lack of a clear statement of program
goals and objectives is to be expected.
At present the ESL program is in a state of
transition. It i-s yet to be determined whether this
transition will be guided by goals set by the staff and
community people. The transition is being instigated
now because the idealized conception of the ESL approach
1 2 Ibid., p.15; and Heuristics, Inc., "Evaluation
of the English As a Second Language Program of the Boston
Public Schools, 1968-1969," (Dedham, Massachusetts:
August, 1969, Mimeographed), p. 2.
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has not been successful. Many children have fallen
behind in school and have dropped out because ESL alone
was not sufficient support for their academic endeavor.
Further, in high density areas such as the South End
and North Dorchester, often half the children in the
classroom will need some kind of help. In this kind
of situation where there is such a widespread need,
ESL is not the answer. The regular teacher can not
pursue a standard curriculum when half the children can
not understand what she is saying, while at the same
time she has not been trained to teach ESL. Therefore,
in the future there will probably be a greater number of
bilingual classes. Also, it is probable that the
program will be used in conjunction with or as follow-up
to other bilingual programs, such as Title VII and the
Bilingual Clusters. Finally, there will be a growing
differentiation of the kinds of teachers included in the
program.
The challenge to the ESL project director is
to lessen the destructive fragmenting tendencies within
the program while responding to a wide variety of educa-
tional needs. To achieve the necessary balance, program
goals need to be defined and clearly stated.
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TITLE VII, BILINGUAL EDUCATION
Bilingual education i
one of which is Engli
tion . . . [and] incl
and culture associate
Title VII of the
on Ac
ngual
The
ng fo
nces
loca
The
ty in
t was pass
education
Boston Tit
r two year
in outlook
1 project
other has
volvement
s the use of two languages,
sh, as mediums of instruc-
udes the study of history
d with mother tongue.1
Elementary and Secondary
ed to provide federal assistanc
projects.
le VII program has been
s. During that time the
between the federal government
have been one of the major
been the effort to develop
in the project.
e
A. PROGRAM INITIATION
After several years of implementation of the
English as a Seco.nd Language Program under Title I,
1
"Programs under Bilingual Education Act
(Title VII, ESEA), Manual for Project Applicants and
Grantees," 20 March 1970, draft Mimeographed, p. 2.
Henceforth referred to as Project Manual.
Educ
to b
operati
di ffere
and the
issues.
communi
educators and others concerned about the problems of
the non-English speaking children began to pressure for
change. It had become evident that ESL was not a high
priority program under Title I funding and many educators
were dissatisfied with the limited pedagogical methods
of ESL. Bilingual education was advocated.
In 1967, Senator Yarborough of Texas introduced
an amendment to the Elementary and Secondary Education
Act providing for the creation of a bilingual education
program. The Bilingual Education Act (Title VII) was
passed with little opposition in Congress.2 Appropria-
tions were not approved until the following year, and
then at a level substantially below the amount requested. 3
Title VII was conceived of as a five-year program
to gain knowledge and guidance for the development of
bilingual education. The funds were to be spent on
2 U.S., Congress, Senate, Committee on Labor and
Public Welfare, A Bill to Amend the Elementary and Secondary
Education Act of 1965 in order to provide Assistance to
local educational agencies in establishing bilingual
American educational programs and to provide certain other
assistance to promote such programs, Hearings, before a
subcommittee of Bilingual Education, Senate, on S. 428,
90th Cong., 1st sess., 1967; and U.S., Congress, House,
Committee on Education and Labor, Bills to Amend the
Elementary and Secondary Education Act of 1965 in order
to assist Bilingual Education Programs, Hearings, before
a subcommittee on Education, House, on H.R. 9840 and
H.R. 10224, 90th Cong., 1st sess., 1967.
3
"Politics: Passage of the Bilingual Act," The
Center Forum, Vol. 4, No. 1 (September, 1969), for
detail on the political pressure behind passage and
funding of Title VII.
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1) demonstration projects, and 2) research. The term
"bilingual education" was not defined in the Act, leavin
the administrators with wide latitude for action.
However, over time the implementation of the Title has
changed from its original intent. The Bilingual Office
of the Office of Education has focused on project
development; research has virtually been abandoned.
Furthermore, the Office has developed its own definition
of bilingual education which denies funding of many
innovative approaches.
The Office of Education has retained discretiona
and supervisory powers over the implementation of
Title VII. These powers were allocated to the States
in the previous ESEA titles. Under Title VII, the state
is merely kept informed of the project operations and
may make recommendations about the project to the Office
of Education.
It must be emphasized here that Title VII is not
an act for the support of a national policy of bilingual
Its incorporation into the Elementary and Secondary
Education Act delineated its function as an anti-poverty
program. Programs and funds are limited to low-income
g
ry
ism.
guidelines for Title VII are in the Project
actual operational guidelines deviate from
delineated ones found in the manual.
4The
Manual. The
the formally
target areas where there are a substantial number of
non-English speakers. English acquisition (without the
loss of mother tongue and culture) is seen as the way
to break the cycle of poverty.
These people need bilingual education because
this is the only way they can be reached. If any
system of communication doesn't work we do not
certainly rely on it. But if we cannot communicate
with others in English we have placed the blame and
responsibility on the noncommunicators. It is
impossible to educate--by that I mean literally
to lead out--those with whom we can not communicate.5
B. INITIAL PLANNING
In Boston, a VISTA volunteer heard about the
passage of the Title VII Act. She spoke with an ESL
teacher, Martha Shanley (now Martha Hass) about the
potential for the program in Boston. Miss Shanley
presented the idea to the Area Superintendent who also
agreed that there was a need for such a program in Boston.
Miss Shanley was released from her teaching position and
put in charge of drawing up the proposal.
The funding proposal was shaped from four
sources:
1. The guidelines issued by the
Bilingual Office.
5Robert Roeming, "Bilingualism and the National
Interest,". in Report of the Twenty-First Annual Round
Table Meeting on Linguistics and Language Studies:
Bilingualism and Language Contact: Anthropological,
.Linguistic, Psychological and Sociological Aspects,
ed. by James E. Alatis (Washington, D.C.: Georgetown
University Press, 1970) p. 373.
2. Miss Shanley's own experiences as
an ESL teacher.
3.
the South End who
whom the VISTA vol
to discuss the pro
Discussions with
supported bilingual
unteer was working.
posal. However, Mr
various people from
education and with
They met together
s. Hass felt that
they had limited information and
problems.' There were two major
people were concerned about: the
teacher-aides, and hot lunches.
was settled with a proposal that
hour, with no benefits. The hot
when it was realized that such a
more-trouble than it was worth.
children in the school might not
(hot or cold) and this would lead
the haves and the have-nots. 7
4. Dr. Robert Sa
University had been a consultant
and was brought in to help write
understanding of the
issues that the community
low salaries of the
The issue of the salaries
they receive $3.00 per
lunch issue was dropped
program might create
For example, other
be getting lunches
to antipathy between
ites from Boston
to the ESL program,
the Title VII proposal.
He did research on materials which were available,
developed class scheduling, and went to Puerto Rico to
assay resources there.
The Area Superintendent was also instrumental
in shaping the initial proposal. She worked closely
6 Interview with Martha Hass, 11 February 1971.
7Ibi d.
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with Miss Shanley. She performed a system review
function, considering the acceptability of the pro-
posal and operational feasibility from the system's
perspective.
The Bilingual Office funded the Boston
proposal and Miss Shanley was named project director.
C. PROGRAM DEVELOPMENT AND PLANNING
The Title VII program in Boston was one of
the first to be funded. It has been in operation
for two years. During this time, the program has
become differentiated and has developed in three
major areas: classes for bilingual education, parental
and community involvement, and curriculum develop-
ment.
1. Bilingual classes. There are
eight bilingual classes and one bilingual-social
readjustment class in the second year of project
operations.
The ei ght regular classes can be categorized
by the different approaches to bilingual education. There
are three classes which are linguistically integrated
and five classes which have only Spanish-speaking
students, four of which have cooperating English-speaking
classes.
The integrated classes are composed of an equal
number of English and Spanish-speaking
groups are
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the languag
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he bilingual teacher exchange classes for a
each day during which the regular teacher
teaches English to the Spanish-speaking students and the
bilingual teacher teaches Spanish to the English-speaking
students.
These two approaches to bilingual education are
representative of the majority of programs funded under
Title VII. However, as we have seen, there is no pure
bilingual class. The English-speaking children in the
pupils. These
opment
teach
joint
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integrated classes will not learn as much Spanish
as their Spanish-speaking counterparts will learn
English.
The Boston program is designed as a cumulative
effort. Children do not learn enough English to
function easily in an English-only class in one year.
Hence, the project was created to provide the same
children with a program which lasts for at least
two years. Theoretically, expansion of the project
was designed to be vertical, not horizontal. However,
the project director has had to compromise with this
goal because of the high mobility of the student
population. Only 40 out of the 120 students who
were*in the first year program continued in the
second year.'
Most of the materials available are inappro-
priate for the use in bilingual education for Puerto
Rican children. Thus, the staff has spent some time
in curriculum development. Most of the curriculum
development is done by each teacher on her own time
as she prepared her lesson plans. Support and guidance
for such development is often the function of weekly
in-service staff meetings. Any materials and other aids
for curriculum development are adequately provided for
under Title VII funding.
8 1bi d.
The science teacher is hired to teach part time;
the remainder of her time is allocated to development
of appropriate materials. She has kept a log of the
classes she has taught, materials used, and children's
reactions to her presentations. The Educational
Development Center may publish this log, which will be
a useful guide-for other bilingual science teachers.
Overall, the day-to-day operations of the
Title VII project are shaped by the individual teachers
and the staff. The teachers are all experienced in
bilingual education and they are given flexibility to
develop their own approaches. The staff meets weekly
to discuss a wide-range of project-related topics.
"These meetings focus on human growth and development
of the teachers and of the students." 9 These discussions
guide and support the teachers in their own classroom work
and give the project director information about the status
of the project.
9Other areas of the topics of these discussions were
"goals of bilingual education; effective utilization
of classroom aides; identification and referral of
emotionally disturbed children; need for curriculum
development in Spanish history and culture; attitudes
and values that bear on interaction between teacher
and pupil; need for continuous evaluation of each
child; methods of individualizing instruction;
problems with non-program staff members."
Heuristics, Inc. "Evaluation of the Title VII Bilingual
Education Project, 1969-1970, Boston Public Schools"
(Dedham, Massachusetts: August, 1970, Mimeographed), p. 10.
The project director has primary responsi-
bility for project operations. The input for her
decision-making comes from a) the staff meetings;
b) discussions with individuals involved in the
program; and c) frequent observation of the class-
rooms. She acts on an incremental basis, by offering
suggestions, drawing from her own teaching experience.
She also synthesizes information from all these sources
to guide the planning of the program and its development.
D. PARENTAL AND COMMUNITY INVOLVEMENT
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relationship between the teacher and the teacher-aide.
The project director would like to develop a summer
training program for the teacher-aides but has not been
able to find funding.
The second year of the program saw the addition
to the staff of a community coordinator. Her role is
two-fold: 1) increase parental participation in the
project; and, 2) adult education. The coordinator has
contacted parents of children in four classes in the
South End and has encouraged them to come to the
Title VII classrooms.1 0 She is able to offer an
incentive: the parents receive $2.50 an hour, plus trans-
portation and day care costs. The parents are welcomed
by the coordinator to the classroom and are encouraged to
take an active role in the classroom events. The teachers
try to make the parents feel at ease and include them in
the instruction, being sure that the parents as well as
the students understand the lesson.11 About twenty parents
have participated in the classroom, with some attending
regularly.12
"
0 Though the classes are located in the South End,
half of the parents live in North Dorchester, making
contact and coordination difficult.
''Interview with Kelley O'Rouke, January 7, 1971.
12 A recent success story was the day 8 women
attended a class in sub-zero weather. A truly remarkable
event for people accustomed to a tropical climate.
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approach
that the
the clas
can be classified into two groups. Some feel
close exposure to the other language group in
sroom will motivate the children to learn the
second language, provide peer models, and give opportunities
for its usage, such as during recess, lunch, and other
times of informal contact. Others who support the
integrated approach do so for social reasons. They feel
that segregated classes promote isolation of the
non-English speaking children and often tend to be
discriminatory. Linguistic integration of the classroom
is seen as the chance for equal educational opportunity
and as the child's first step toward assimilation. The
end goal of the integrated educational process is the
children's linguistic, social and/or cultural integra-
tion into the larger society.
The other approach is the creation of special,
segregated classes for the non-English speakers. The
rationale for this approach is based primarily on
pedalogical terms. With segregated classes, the children
can receive special attention and specially trained
teachers and will move more rapidly toward acquisition
of English. These classes offer a supportive environ-
ment between the home and the entrance into the regular
school and English-speaking society. Other advocates
of the segregated approach see it as the method for
promotion of language and cultural maintenance. Through
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the segregated class, the child will have an opportunity
to develop language skills in his mother tongue and
learn about his history and culture. In this way the
child will be able to develop a positive self-image and
understand his own identity separate from the larger
society. Therefore, the segregation approach can have
several goals;-it may aim for eventual integration
into the larger society or language and cultural maintenance
and, perhaps, separation.
The Bilingual Office has been a wavering advocate
for the integrated classroom. The basis for this policy
has not been delineated by the Office. (In fact, the
Office's position has been challenged for its legality.) 1 6
Unquestionably the position of the Office is linked to
racial integration. The issue has not been clearly
delineated to its linguistic and racial components and
therefore has been confused, because the term integration
has a racial connotation. The real issues--racial and
linguistic integration/segregation--have not been evaluated
in terms of which provides the most effective method for
education of the non-English speaker.
1 6 New York Commissioner of Education questions
the legality of the Bilingual Office's stand on integrated
classes. He maintained that this policy-making function
is a Congressional responsibility, and would apply to all
the actions of the Office of Education, not just to the
Bilingual 'Office. He said, "We assume that funds for the
bilingual program are to be allocated for the purpose of
strengthening education for bilingual Americans, whether
or not 'desegration' is involved." New York Times,
1 January 1971.
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The policy of the Bilingual Office has created problems
for the Boston project. First, the commitment to the
policy has greatly fluctuated, up to the extreme that
no project would be funded if all the classes were not
integrated. With such fluctuation, it has been difficult
for the local project to determine the real importance
of classroom integration and thus has not known where to
place it within the planning priorities. Furthermore,
the implementation of the integrated classroom is
difficult. It has been hard for the project director
to locate English-speaking parents who want their
children to participate in the project. Also, there
is some reluctance to make a total commitment to the
integrated approach on the part of the project director.
The director does feel that this method is the best for
language development, but she also feels that the
Spanish-speaking child can be put at a disadvantage. 17
These children start off first grade behind the English-
speaking children who have been to kindergarten or to
a Head Start program. Placing them in the same classroom
is unfair to the Spanish-speaking child and may have long-
.lasting detrimental effects. The other problem with this
method is that the Bilingual Office has been unwilling to
1 7 Interview with Martha Hass, 10 December 1970.
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Individualized Instruction. The
Bilingual Office has emphasized the importance of
individualized instruction in bilingual education.'"
No one in the local project would disagree with this
position. The problem is implementation. As mentioned
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Finally, the Office has not recognized the inconsis-
tency between the required project evaluation, which
is a summary statement of class progress, and the kind
of evaluation which would be more consistent with indi-
vidualized instruction, focusing in on each child's
individual progress.
3. Performance objectives. In order
to demonstrate project accountability, the Bilingual
Office has insisted on statements of performance
objectives. Delineation of these objectives are
expected in two areas--instructional or operational
products, and instructional or operational processes.
The project supervisors have consistently insisted on
compilation of these objectives. (This position is
supported by the guidelines in the project manual.) 2 "
However, formation of these objectives seems to be
bothersome to the teaching staff because of the ambiguity
of the level of expected specificity, inability to
understand the necessity for this work, and frustration
with the time that must be spent when there seem to be
other, more important things to be done.
The use of these performance objective statements
is unclear. The Bilingual Office staff does seem to feel
2 0Ibid., pp. 40-42.
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that they have an intrinsic value, that it is good for
the project personnel to do them.21 In truth, these
statements seem best to serve to simplify (and also
limit) the evaluators' task, because only those per-
formances which are measurable in the first place are
recorded.
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a funding mechanism similar to Title I. Rather, it is a
discretionary, demonstration program with certain guide-
lines to which a few selected projects must comply. The
program was not designed to try to meet the needs of the
many non-English speaking children. It was designed to
work systematically and closely with a few projects and
a few children. The local project staff sees the great
number of children who need bilingual education, knowing
that they can only reach a few. The disparity is
difficult for them to accept.
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CHAPTER VIII
BILINGUAL TRANSITIONAL CLUSTERS
The case study of the formation and operations
of the Bilingual Transitional Clusters is illustrative
of two basic components of educational planning--citizen
involvement and goal setting. People outside the school
system initiated the Clusters program and were the main
force during the initial planning period. Their
involvement indicates the degree to which outsiders can
have influence on the educational programs and set
significant precedents for the future.
The events of the operation of the Clusters
illustrate the problems of educational goal setting. The
educational goals--the definition of what constitutes
good education and the direction the children should
go--have not been resolved in the Clusters. The project
staff have differing perceptions of the program goals.
These differences- have created tensions which have not
been addressed. While the Clusters case is particularly
illustrative of the problem of setting goals, this problem
is probably inherent in all the programs for the Spanish-
speaking.
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2 Boston Resource Team, Educational Development
Center, "Notes on the Chronological Development of
Transitional Bilingual Clusters in Boston Public Schools"(August, 1969, Mimeographed). Also see Reverend
John J. Connell, "Proposal for a Bilingual Summer Program
for Children in South Boston" (20 April 1969, Mimeographed),
and "Evaluation of the Bilingual Program" (Summer, 1969,
Mimeographed).
3 Rosly Walter, "Proposal for Bilingual Transi-
tional Clusters within Boston Public School Districts"
(draft, 7 August 1969, Mimeographed).
'Ibid., p. 5.
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She also
initiate
expressed concern that the system could not
a new program because there was inadequate
space for the classes. Both of these responses--
skepticism about the large number of children out of
school and lack of space for the Spanish-speaking--
continued to be the system's response to the Clusters
proposal throughout the effort to start the program.5
A group of educational leaders concerned about
the Spanish-speaking rallied around the EDC bilingual
clusters proposal. In August they began their drive
to see that the system enact the proposal. Individuals
from EDC, Office of Public Service, Archdiocesan
Planning Office for Urban Affairs, Old Boston College
High School, and the Spanish-speaking Federation met
singly and in groups with the head of the School
Committee, State Commission of Education, Deputy
Mayor of Boston, Superintendent of Schools, and Director
of Administrative Services of Boston. Their aim was
singular: to enact the bilingual clusters proposal.
Their claim for the necessity of the program rested on
the
chi 1
EDC estimation that there
dren not attending school.
were 2850 Spanish-speaking
5Racial Imbalance has not been an issue in
bilingual education. The school system can justify
the temporary segregation of any group if special
education is necessary. Hence, the importance of the
"transitional" word in the title of the project.
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The result of this extensive lobbying for the
cluster was the consideration of the cluster proposal
in the August 20, 1969 School Committee meeting. The
outcome was classical. After an hour of debate, a
vote of intent was unanimously passed.' Then a vote
was passed to write a letter to Mayor White to ask him
for the requested $100,000, since there was no money
available in the 1969 school budget. 7  In the letter,
the School Committee tried to shift the burden of
responsibility to the Mayor.
The Committee also instructed me to remind you
that it is compelled under the law to provide
education for all children between the ages of
7 and 16, and that failure to provide funds
requested would preclude the Committee from
meeting its obligations. Your Honor would then
be an instrument in making it impossible for
the School Committee to comply fully with the
compulsory attendance law.'
The barrier to implementation had become money;
the problem was--who had the money for the clusters.
The advocates for the bilingual program went back and
'The vote of intent fooled Sister Francis Georgia
and others at the meeting. They thought it was a vote
passing the proposal. Instead it is a standard preliminary
vote which is later followed by the approval vote. Many
hours were spent trying to figure out what really happened
at the meeting and trying to get copies of the minutes.
Interview with Sister Francis Georgia, 5 March 1970.
7 The school fiscal year is the calendar year.
'Letter from Mr. Winter, Secretary to the School
Committee, to Kevin White, Mayor of Boston, dated
22 August 1969. Educational Development Center files.
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forth between the City and the School Committee, with
each claiming that they had no money and confidentially
offering assurances that the other had sufficient funds. 9
Help came from an unexpected source. Committed
to following through with its effort, EDC voted in
September to provide the School Committee with $60,000
for the implementation of the Bilingual Clusters proposal.
The conditions were
1. The School Committee had to vote
inclusion of the bilingual program for 19
2. The funds were
staff and program prepa
3. The system woul
teachers and staff trai
bilingual schools.10
for
70;
the
to be used for teacher and
ration;
d agree to continue the
ned by EDC in the
At the School Committee meeting of 14 October 1969
the proposal for the Bilingual Cluster and budgetary
allocation of $200,000 for the fiscal year 1970 was
unanimously approved.
9 Mr. Winter told Sister Francis Georgia that
"the Committee's vote of intent really meant that no
program was possible unless the Mayor voted the money.
Mr. Kerrigan (sponsor of the proposal] knew all along
that the city would be unable to give any money."
Boston Resource Team, Educational Development Center,
"Chronological Development," pp. 20-21.
"Letter and Memorandum to William Ohrenberger
from Mary Lela Sherburne, 19 September 1969. Educational
Development Center files. There was an additional
constraint: funds had to be used prior to 30 Novem-
ber 1969, because of EDC's budgetary guidelines set by
the Office of Education. Extension of these funds was
approved through December 1969 by the Office of Education.
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B. INITIAL PLANNING
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space was needed; Sister Francis Georgia led the search.''
'Sister Francis Georgia made a herculean effort-
to find classroom space. She talked with the Boston
Redevelopment Authority, Public Facilities, priests,
social workers, and various other individuals. She looked
at space h-eld by the schools and other places such as a
garage, movie theater, abandoned convent, private home, and
furniture store. The acquisition and rehabilitation costs
were prohibitive according to Public Facilities and they
did not meet the space requirements for safety and sanita-
tion .set by the State Department of Public Safety.
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Finally, two temporary locations were found--S
Center and the Denison House.
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ad hoc group drew up its criteria for teacher-
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"EDC wrote the letter for the Boston School
Department which requested certification of teachers.
They found someone to sign it and then the State approved
it." Interview with William Warren, 24 September 1970.
Certification was the only problem the program ran into
with the teachers' union. EDC finally got Mr. O'Reilly,
the head of the union, to agree.
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4. Student recruitment. Guidelines
for eligible students were drawn up and agreed upon
by the School Department and the ad hoc planning group.
These were
1. Only children who are not or have not been
registered in the Public schools in the last year
will be accepted.
2. Only children who do not have a working
knowledge of English will be accepte.d.
- 3. Only children who are walking distance
of each of the clusters (less than one mile)
will be accepted.13
The standard channels of communications were used to
locate potential students--including leaflets, posters,
community meetings and personal contacts. 14 The staff
was used in recruiting during their training program.
Two controversies arose during the training period
which had deep effect on the training of the staff and
the future operations and orientation of the program.
The community coordinators from the South End took an
1 3"Memorandum to All Participants in the Develop-
ment of the Bilingual Transitional Schools" from Alex
Rodriguez (Chairman, Spanish-Federation Education
Committee) 17 November 1969, Educational Development
Center files.
14 A list of students which had been compiled to
support the EDC proposal was of little help. The list
included names, addresses, and ages of potential students
in North Dorchester area. Though compiled less than six
months before the recruitment campaign began, it was
only partially useful because at least half of the people
had moved.
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active role in trying to encourage the staff to develop
curriculum promoting Puerto Rican independence and
politicization of the students through the study of
Puerto Rican history and culture and exposure to local
Puerto Rican struggles. Eventually the coordinator was
fired by the ad hoc personnel committee. They expressed
their reluctance, but decided the project and the system
could not absorb nor accept his political orientation
and militancy. 15
The teachers were split on the firing and several
quit in protest. The schism between the. teachers was
not broached and EDC, which was incorrectly blamed for
the firing, lost all ability to work with the teachers.
(The last segment of the training program EDC focused
on education of the teacher-aides.)
The other controversy centered around the
position of teacher-in-charge. The ad hoc planning
group had not been able to agree on the person to be
the head of the program. Thus, as the training
period started, the EDC trainers had full responsibility
for laying the groundwork for staff development and
1 5
"This was an unfortunate loss to the project
because the coordinator would have been very useful in
material development. He has done a lot of thinking
along these lines and has developed proposals for the
use of art and music for cultural expression." Interview
with William Warren, 24 September 1970.
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orientation. The trainers promoted the idea that the
Clusters was an innovative program and every effort
should be made to incorporate into the program
innovative teaching techniques such as student-directed
learning, open classrooms. The trainers asserted that
the teachers and teacher-aides should take the initiative
to develop this innovative program, and much of the
training program was centered around program and curriculum
development.
The teacher-in-charge, Mrs. Necheles, was finally
selected in December. She had little op.portunity to
shape the program development. She was an ESL teacher
and could not get released from her position until
January. When she was able to visit the training
session she was greeted with hostility. The staff had
coales-ced and was developing its own program; they saw
little reason to have a teacher-in-charge, someone with
authority over them. Furthermore, Mrs. Necheles was
concerned that.the Clusters develop in such a manner to
be successful and accepted within the school system.
She did not want to jeopardize the program and its con-
tinuance because of what the system policy-makers might
consider a too-innovative program.
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C. PROGRAM OPERATIONS AND PLANNING
The Bilingual Clusters is in its second year of
operations. There are approximately 250 pupils attending
11 classes in two locations: one in the South End and
one in a smaller site in North Dorchester. The Clusters
has become the reception program for students newly
arrived to Boston from Spanish-speaking countries, pri-
marily Puerto Rico. The Clusters receives these students
throughout the year. The Clusters has developed a Latin
ambience in which most of the children feel comfortable.
One problem is that most of the parents also feel so
comfortable with the school program they do not want
their children to be transferred to another school. In
some cases this feeling is counterproductive; parents
have instructed their children not to speak English for
fear that they might be transferred from the Clusters.
The Clusters is a program, not a school. As
such it does not receive many of the supplementary services
(guidance counselors, truant officers, doctors, reading
specialists, music teachers, physical education teachers,
health facilities, and in-service and pre-service -training).
The Clusters is not held to the system requirements and
is free to develop its curriculum and operational guidelines.
This freedom does provide the opportunity for innovative
programming; nevertheless, needed extras and specialists
to implement the innovative ideas are not provided. In
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1. Site. There continues to be a problem
with the acquisition of needed space for the Clusters. The
classes at St. Paul's Center were phased out this year and
some efforts are being made to remove the classes from the
Denison House. Many of the classes in these two locations
had to share their rooms with other activities, were
poorly heated in the winter, not soundproof and the sense
of camping-out was not overcome.
1 6 Interview with Carmen Necheles, 7 October 1970.
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2. Recruitment. There were fewer
students initially enrolled for the Clusters than
anticipated. The failure to attain full enrollment
was frequently cited by the school system to demon-
strate that the probelm of the Spanish-speaking children
out of school was not as serious as had been claimed.
For the opening of school in the fall, adjustments
in attendance criteria were made and additional students
recruited. The classrooms were full and a waiting list
was started.
A problem for the Clusters now is the high
mobility and inconsistent attendance of the students.17
Two teachers conduct special, flexible classes for the
new students. But the inconsistent attenders are a
problem. Students who have some command of English are
needed at home to interpret for their non-English speaking
parents; students return to Puerto Rico for Christmas
vacation and do not return until spring; fifty students
left the program permanently to return to Puerto Rico.18
In short, it is a real challenge to create a classroom
situation in which the students who attend regularly,
those who attend irregularly, and the new-comers can all
be accommodated and educated.
1 7The teacher-in-charge would like to be able to
limit acceptance of the new-comers after May 15th because
after that time the school can do little for the child
that year and his presence can be disruptive to the others.
However, there are problems: welfare will not pay unless
the children are in school. Ibid.
1 8 1bid
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3. The Teacher-in-charge. The relation-
ship between the teachers and the teacher-in-charge did
not improve after the training program. In fact, the
situation became so bad that toward the end of the year
some of the teachers did not even speak to the teacher-
in-charge.1 9 Only three of the teachers returned for
the second year.
The teacher-in-charge is in effect the principal;
but since the Clusters is not a school, she does not have
the attendant status, staff and salary. The teacher-in-
charge must cope with the usual administrative tasks,
among other things,.the program planning. However, as a
result of too many things to do, many of which demand
immediate attention, program planning tends to be put
off for another day, and that day never comes. 2 0
D. PARENTAL AND COMMUNITY INVOLVEMENT
There is one theme which was not carried over
from the initial planning of the Clusters; this is the
extensive and powerful involvement of outsiders in the
school system. The object of the ad hoc group which
created and designed the Clusters was the actual opening
of -the school. Once this goal was achieved, the group
1 bid.
2 0 Ibid.
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disbanded, having achieved its purpose--the creation
of the Bilingual Clusters. This powerful coalition--
EDC, community people and the Church--which had been able
to combine its forces to make the school system agree to
the concept of the Clusters in the first place, was not
able to stay together to oversee the actual operations
or even to assure a permanent location for the program.
Thus, within six months the contrast in operations is
evident. The ad hoc group had done the recruitment and
hiring of staff in November. In the following summer,
the teacher-in-charge acted alone in the selection of
staff replacements.
There has been no group which has filled the
vacuum left by the ad hoc plannin
North Dorchester (Alianza Hispani
that the Clusters will not meet i
at Denison House next year. It i
point if they will be successful.
constant frustration in trying to
on this matter.
The relationship with the
community is generally supportive
to their children attending the c
group. A group in
a) is trying to assure
the temporary rooms
hard to tell at this
They have met with
deal with the system
Spanish-speaki
Parents must
asses and this
ng
consent
has not
been a problem. The parents support the program
manifest by the hot lunch prepared weekly by the
for which many parents send in a contribution--a
as
staff,
small
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packet of rice, a tomato--giving their support, Latin
style.
E. EDUCATIONAL GOALS
Present within the staff of the Clusters is a
widely different view of what consists "good education"
for the Spanish-speaking children. Some of this difference
was that there has never been a setting of the educational
goals of the program. Questions are left unanswered:
Is the Clusters to be a transitional program whose
function is to quickly prepare the newly-arrived migrant
and immigrant to attend the regular Boston classrooms,
or is it a special program for the Spanish-speaking
children for the carefully guided development of
bilingualism? Is its program one which will gradually
develop a bilingual-bicultural student, or is its sole
function linguistic development?
The teachers were split about these question. The
Anglos were drawn to the program because of what promised
to be an opportunity for the implementation of innovative
ideas. They were interested in developing the self-
awareness and pride of the students and using the community
people and resources to this end. The Clusters was seen as
a special program for the Spanish-speaking within the
goal of development of bilingual-bicultural children.
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The Latin teachers were unfamiliar with the
teaching style and orientation of the Anglo teachers.
The Latins were interested in trying to prepare the
children for the English-speaking classroom; the concepts
of development of self-awareness and pride and emphasis
on Latin culture and history were seen as unnecessary
frills to the goal of teaching English. Their style of
teaching was much more traditional and directive in
nature.
It is also this difference in style which appears
to have demoralized the feeling of the Anglo-
American teachers. Much to their surprise they
found themselves in opposition tQ just those
people toward whom they felt the greatest responsi-
bi'lity--the community and their representatives.21
The teacher-aides were in a difficult position.
Their role was originally conceived of as one with wide
responsibilities. The teacher-in-charge states, "The
most appropriate functions for the aides are to be
responsible for the hard-to-handle children, the non-
learning, and the advanced children." 2 2 The Anglo
teachers expected there would be an equal relationship
between themselves and the aides, and they hoped the
aides would take the leading role in discussions of
2 1Marvin G. Cline and John F. Joyce, "An Evalua-
tion of the Bilingual Transitional Clusters of the
Boston Public Schools" (Educational Development Center,
January, 1971, Mimeographed), p. 18.
2 2 Ibid., p. 12.
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culture and history. Yet the aides were unprepared by
experience and training.23 The Anglos revised their
expectations and took a dominant role. The aides came
to understand their limitations within the situation
and actually felt satisfaction with their jobs.
They were pleased that they could help keep classes
under control, and they felt they were performing
an important service in taking children to the
doctor, when necessary, in meeting with parents,
and in giving guidance and support to the children. 2 4
However, there did continue to be a role conflict
between the teachers and the aides. The aides did not
understand nor support the Anglo teaching style and its
permissiveness, especially with regard to discipline.
Yet the aides deferred to the teachers because of their
status as professionals, even though in most cases the
teachers were considerably younger than their aides.
And in a few cases, the teachers could not speak Spanish
very well and were often misunderstood by the students
and the aides. 2 s
The questions surrounding the conception of what
is good education for the Spanish-speaking children were
never resolved by the staff. These questions still re-
main unanswered. Yet they are fundamental to the
planning of the future of the Clusters. However there
is little guidance for the seeking of a direction.
Discussion of the issues would bring to the surface the
2 3lbid., p. 25.
2 4Ibid., p. 29.
25 Ibid., p. 27.
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perhaps unresolvable differences among the staff. There
is little guidance from the outside. The original group
which was instrumental in the creation of the program
has since disbanded and become involved in other educa-
tional issues. The parents and other community people
are only peripherally involved in-the Clusters, with
the one exception of the site location issues in North
Dorchester. Thus, the shaping of the future for the
Clusters rests with the teacher-in-charge and the staff,
and we have already mentioned their reluctance to discuss
these issues. And
Until it is clear what the goals of the Clusters
are, it will be difficult to develop a well-
defined set of strategies for instruction or
curriculum development. 2"
2 6 Ibid., p. 30.
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CHAPTER IX
BLACKSTONE SCHOOL
The Blackstone case study is
the initial part of the planning for
The Blackstone will be an elementary
in the Puerto Rican community in the
school is designed to serve the Span
community.
a description o
a new school.
school, located
South End. The
ish-speaking
This study covers the efforts of the Educational
Planning Center, the planning arm of the Boston School
System, and its work with the community in the develop-
ment of the proposal for the Blackstone. The story is
one of frustration of well-intended efforts by those
involved in the proposal development, the limitations
of the educational planner, and inability to expand the
planning discussion into the target community.
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The Educational Planning Center made contact
with the South End Community Educational Council for
assistance in developing a proposal for the Blackstone
School. This council was originally formed in response
to the Racial Imbalance Plans for the South End, which
provided for no new construction and relied heavily on
the bussing of South End minority children from the area
to white neighborhoods. SECEC was able to convince the
School Department to change the Racial Imbalance
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s
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s as
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proposal.' The Council continued to exist after its
victory and was the one organization- in the South End
expressly organized around educational issues. It is
a middle-class, predominately white, reform-oriented
group.
In January, 1969, Roger Beattie, a new employee
of the Educational Planning Center, made initial contact
with SECEC and proposed joint development of a plan for
the Blackstone School. SECEC agreed and these two groups
met regularly for several months. One of the major ideas
discussed during this time was the "infill school"
proposal. Rick Holmes and Dave Robinson from EPC, drawing
on Paul Goodman's "mini-school" concept, developed a
proposal for the construction of many small neighborhood
schools on vacant lots owned by the city.
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community for they were willing to admit that
were concerned about educational issues, they
though they
were not
representati ve
community.5
spokesmen
The planners
for the heterogeneous
were also
South End
glad. Roger Beattie
went so far as to say that Cynamon and Sharratt were
"the saviors of the school project, though they didn't k
it. They added the necessary voice of the minority grou
in the planning process."' Also, Beattie felt that pro-
gress had been slow up to that point. "Because of their
middle class background, they (SECEC] got hung up on phi
sophic issues. For example, they had long discussions
how to emulate the Leicestershire model in the school." 7
The ETC input helped to concretize the discussions.
It was unclear to all involved in the planning
meetings what the real product of their efforts would be
and in what areas of the planning process they would be
able to exercise influence. Beattie was in a difficult
position because he was new with the Planning Center
and was not given responsibility for the proposal
development until six months of discussion with SECEC/ET
had Dassed. The SECEC/ETC combination decided to take
initiative. Joyce King,
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a school program. Since they do not I think we must now
put together our own ideas on what a school schould be." 8
Mrs. King's recommendations included an ungraded school
system, a bilingual-bicultural education for all students,
human relations training for all teachers prior to any
teaching, minority history, a vital and varied library,
and flexible space arrangements.' These proposals were
the basis of the vario
By July, Nancy
with SECEC had prepare
and observations."10
King's recommendations
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learning with teachers
of education; 2) an un
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serving as guides, not as directors
graded system, so that the school
of migrant children--Puerto Ricans
tive teaching using local residents
close school-community relationship;
unity resources as instrumental
The site plan included the
dispersed scheme with six "houses" each for 150 students
8Joyce King, "What Do I Think a School Should
Be?" (n.d., Mimeographed).
9 Ibid.
"Emergency Tenants Council, "Blackstone School
Program" (1 July 1969, Mimeographed).
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operations through the Community Advisory Council and
the Parents Association were omitted in the Planning
Center proposal also.16
There was little community reaction to the
revision of the Planning Center proposal. SECEC's goal
had been the writing of the school proposal. When this
task was achieved, their interest rapidly diminished
along with their organizational cohesion. The initial
reason for ETC's involvement--resolution of the site
issue--was no longer salient. The new BRA Director
saw that the BRA relationship with ETC was beneficial
and had removed the site question as an obstacle to
further planning discussions. Several individuals were
concerned about the removal of what they saw as key com-
ponents of the community's proposal for the school.
Howeve'r, they were not going to -protest unless others
did so. No one did. 17
Beyond the scope of this study, there will be
many changes made in the Blackstone proposal. The pro-
posal will be discussed by the various affected depart-
ments within the Boston Public schools, including
elementary education, physical education, cafeteria, and
personnel. At the State level, the Task Force on Racial
1 6 Educational Planning Center of the Boston Public
Schools, "Recommendations for the Blackstone School--
Preliminary Draft"(March, 1970, Mimeographed).
'
7 Interview with Rowena Conkling, 22 April 1970.
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the proposal. It
tendents for final
City Council must
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for implementation
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f recruitment, materials and so forth.
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the Blackstone school and the educa-
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B. PROBLEMS OF PLANNING AND COMMUNITY INVOLVEMENT
There are three issues which developed out of the
initial planning for the Blackstone School. These issues
illustrate various dimensions of the nature of a bureau-
cratic organization and its effort to plan a school with
a community organization.
1. The Infill School Concept. The Infill
proposal was created in a vacuum by Holmes and Robinson.
They became its advocates and tried to interest others in
the merits of the concept. It happened that at the same
time, the Planning Center was beginning its involvement
with SECEC in planning the Blackstone School. Holmes and
Robinson saw that the Blackstone project would be an
opportunity for implementation of the Infill concept. The
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concept did not develop in response to the educational
needs and desires of the community.
SECEC was willing to consider the Infill scheme
as one alternative to site location. The ETC representa-
tives also became interested in the concept and saw its
advantages! 8 Nancy Cynamon tried several times to extend
the discussion over the site issues to the community.
During the summer, Nancy Cynamon talked with twenty-four
families.19
In the fall Nancy and another student, Linda
Feldman, tried again to interest the .community in the
Infill debate. With the assistance of Victor Feliciano,
brother of Israel and President of ETC, they went from
door to door presenting information on the two alterna-
tives for site location. They were met with polite
disinterest. Linda later wrote-:
The initial reaction of those parents in the area
with whom I discussed the idea was most often either
polite interest without understanding or concern
for the educational rationale behind such an
innovation,. or outright anger that someone had
felt them unworthy of getting a 'real school'
like those other communities have. In no case did
"Interview with John Sharratt, 11 April 1970.
19 Emergency Tenants Council, "Blackstone School
Interviews"(13 July 1969, Mimeographed). Nancy feels
that her translator may have biased the responses. For
example, in order to explain a question, the translator
would use a particular example. These examples tended
to show up with a high frequency in the responses given,(Interview with Nancy Cynamon, 15 April 1970).
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a parent consider the issues worth fighting for if
it would further delay the building of a school in
the neighborhood, and in almost every home, the parents
soon changed the topic of conversation to what they
viewed as the more pressing education concerns for
their children and for the community (such as the
need to abolish physical punishment in the schools,
the need for hot lunch programs, the lack of teachers
sympathetic to the needs of their children, the
problem of fighting in the schools and in the
Puerto Rican families, the need for bilingual teachers
and bilingual instruction). 2 0
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Associates designed a brochure which was to be sent to
the residents in the Blackstone School district describing
both the advantages and disadvantages of the dispersed
and central site plans. Attached to the brochure was a
tear-off pre-paid postcard where the respondent was
supposed to mark an X for his preference--dispersed or
central site--and mail it to Stull Associates.
2 0Linda Feldman, "Failure to Organize Effectively
for Educational Change: A Case Study" (unpublished paper,
January 1970).
2 1 Notes of SECEC meeting, 6 November 1969, taken
by Nancy Cynamon (Files of John Sharratt).
2 2 Stull Associates had been involved in the Infill
housing plan, and several of its members helped Holmes and
Robinson write the Infill school pamphlet.
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There were several shortcomings of this brochure.
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population." From Claire Sellitz, Marie Jahoda, Morton
Deutsch and Stuart W. Cook, Research Methods in Social
Science, rev. 1st. ed. (New York: Holt, Rinehart, and
Winston, 1962) p. 242.
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to be one of disinterest; the implications of possible
improvement of education were not fully comprehended, nor
made in terms relevant to community concerns. In fact,
it is possible that the Infill scheme was not consonant
with the perception of desired school held by the target
community.
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c) The incentive and pr
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larger system; many of its activities, such as
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non-professional by the system;
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15 Beacon Street.
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ETC staff assistance, and one EPC-sponsored survey.
Several people did try to broaden the input, but their
efforts were abortive.
Nancy Cynamon, the Urban Field Service student
working for ETC, conducted a survey of 24 families. The
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A. PROGRAM INITIATION
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'Unfortunately there was no information available
on the initiation of the Day. School for Immigrants. This
author perused histories of Boston of this period but could
find no reference to the school . This period was a time of
educational reform, and it is likely that settlement house
workers who were trying the help the immigrant population
were instrumental in the creation of the School.
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B. INITIAL PLANNING
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for the educational programs for
has taken place in two distinct
2 Interviews with Rosly Walter, 1 May 1970, and
William Warren, 24 September 1970.
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stages: the initial planning, which leads to the
creation of the program; and the program planning,
which takes place during program implementation. There
are different goals for each stage: the initial planning
focuses on program development; program planning focuses
on program operation and future development. There have
been different people and processes which have characterized
these two stages.
There are two general models of the initial
planning process. One, typical of the earlier programs,
is a centralized planning process with minimal advice and
participation from community residents and outsiders to
the system. The other is a more decentralized process,
with outsiders taking an active role in shaping the
process and plans.
The centralized planning process model is based
on the initial planning for the ESL program and the
Title VII program. The planning which was done was to
conform to operational guidelines and criteria for
funding which were set outside of the system by the
federal and state funding agencies. There was not much
room for creative program development. In these two
cases, there was one person responsible for the develop-
ment of the funding proposal, the fundamental ideas of
the program , and, when funded, its implementation. This
planner sought advice. In both instances, the group which
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had acted as the catalytic agent for the program in the
first place was asked to advise the planner. However,
because of limited experience with educational programs
for the Spanish-speaking, the advice given was limited,
and peripheral to the overall planning decisions. In
the Title VII case, the advisors recommended a hot lunch
program and a decent salary for the teacher-aides. These
recommendations were not specifically drawn from
educational goals or programs for the Spanish-speaking
children, but were more in the nature of a general
complaint against the school system's pr.ogram operation.
The other planning model is decentralized;
people outside the system have had a significant role in
formulating alternatives and shaping the decisions which
are made. The two cases which fit this model are the two
more recent studies, the Bilingual Transitional Cluster
program and the Blackstone School. In both cases a
group outside the system participated in the initial
planning process. The entrance of these outside groups
was through different doors in each study.
In the Clusters case, the ad hoc group was the
catalyst to the initiation of the program and actually
took over the initial planning process and program
development, with cooperation from the school system.
In the Blackstone case, the SECEC/ETC combination was
asked to participate with the Educational Planning Center
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in developing the proposal for the Bl ackstone School.
The EPC planner was in an ambiguous situation and the
SECEC/ETC group decided that they would take the
initiative and shape the planning process.
The two ad hoc groups were able to play signifi-
cant and creative roles in the planning process for a
number of reasons.
1. There were no pre-set guidelines
for the creation of the programs. The EDC proposal did
provide some suggestions as to some of the possible
components for the Clusters, but the gro.up itself had to
make decisions about these possible recommendations.
In the Blackstone School case, the Planning Center did
not have any guidelines for the planning for a school.
The SECEC/ETC combination decided to take matters into
their own hands and created their own guidelines.
2. Each group was able to capitalize
on the school system's inability to take the lead in
the planning process.
3. Those involved were knowledgeable
middle-class people committed to change of the existing
educational situation. They had time to develop their
ideas and proposals, sophistication to set goals and
create ways to meet these goals, capacity to utilize
and develop the necessary resources, and a sense of
political efficacy and understanding of how to get things
done.
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What was the influence of these two groups in the
initial planning process? Both groups were able to make
significant contributions to the shaping of the content
of the program.and the planning process, and the ad hoc
group for the Clusters was the key in the initial program
development. However, in retrospect, the influence of
these two groups was minimal. The loss of involvement
in the program led to a loss in the uniqueness which the
two groups had contributed. The componenets of the
Blackstone proposal which were unique--the focus on a
bilingual-bicultural school oriented to the community, a
and
pos
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strong parent and community
making, and the dispersed s
role in the school's
ite proposal--were no
decision-
t included
in the EPC official proposal for the Blackstone. In
the Clusters case, the involvement of community-oriented
outsiders in the selection of staff, site location and
student recruitment, and overall influence in program
operations, was lost by the beginning of the new school
year in 1970. In short, the two ad hoc planning groups
had focused exclusively on the development of the
programs. They were not able to sustain interest once
the programs began, and they were not integrated well
enough into the community to assure that the innovative
ideas which they had proposed and initiated were understood,
supported, and continued.
What has remained is that precedents have been
set which provide for community participation in the
shaping of the content and planning of programs for the
Spanish-speaking. And some expertise has been developed
on the educatio.nal issues and programs for the Spanish-
speaking. It is left to be seen whether these residues
of community involvement in the initial planning process
of the Blackstone and Clusters cases will be utilized
again.
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C. PROGRAM OPERATIONS AND PLANNING
The program planning which is done in the projects
described in the case studies tends to be undifferentiated
from the overall administrative function. What is done is
centralized and tends to be incremental in nature.
There are several components of the programs which
tend to inhibit any effort toward comprehensive program
planning.
1. The fragmentation of the ESL program
mitigates against a coordinated planning effort.
2. Development of a program for students
is difficult because of the high mobility of the popula-
tion. Students participate in one program for a period
of time, drop out, and reappear elsewhere in the city and
are put in another program. There is no system-wide set
of records which could provide background information
for the new teacher; there is no placement office which
would help to find the student the best program consistent
with his past educational preparation. The failure of the
Title VII program to keep its select students and the
frustrations of the Clusters to try to teach a continually
changing group of students are illustrative of the plan-
ning programs.
3. The project directors do not have
control over their own programs. Therefore, it is very
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4. The project directors often lack
formation for program planning. The evalua-
serve as a feedback function. The system
elop information which would be of assistance.
bility for the finances of the projects is
which hampers ability to plan.
5. Finally, there is no consideration
nning function is a necessary function
m the administrative operations. Thus,
there is usually little time actually set aside by the
program administrators to plan.
The most explicit program planning which is
carried out is in the ESL and Title VII projects. However,
this happens only in compliance with federal guidelines
which require plans for the coming year for refunding
consideration.. These plans are drafted to conform to the
model of a good project, as defined formally and informally
by the funding agency. Thus, the plans are written for
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refunding and should only be considered within the light
of the necessities of the funding requirements.
D. PARENTAL AND COMMUNITY INVOLVEMENT
Parental and community involvement in the program
operations for the Spanish-speaking is minimal. There is
a sense of support for the programs illustrated by the
fact that parental permission is necessary for attendance
in the programs. There are also quiet gestures of
support, such as the sending of food for the Clusters'
weekly Latin meal.
There are several roles which have been institu-
tionalized to channel community involvement into the
programs for the Spanish-speaking. These are the
teacher-aides, the community coordinators, and the
advisory councils..
1. Teacher-aides. The ESL, Title VII
and Clusters programs have teacher-aides. The role of
the aides is greatly influenced by the teachers with
whom they work. Some teachers expect the teacher-aides
to equally share in the teaching responsibilities. Some
hope the teacher-aides can contribute to discussions
relevant to the history and culture of the students.
Others relegate the teacher-aides to menial tasks such
as grading papers and running ditto machines.
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The teacher-aides are often handicapped in
their activities by their own lack of education and
teaching experience. There has been a dearth of
training programs for the teacher-aides to help them
overcome their handicaps and to assume greater roles
in the classrooms. And, as the Clusters case study
suggests, there was a lack of discussion and mutual
education about the educational goals and objectives
between the teachers and the teacher-aides.
2. Community coordinators. The ESL,
Title VII and Clusters programs have community coordina-
tors. These coordinators tend to serve a liaison function
between the program and the parents. They find out why
students were absent, if they have been sick, help to
find medical care for them, recruit students for the
progra'm, and so forth. The coordinators have from time
to time tried to bring together groups of parents to
observe classes, attend school programs, and meet together
to talk about school and educational concerns. These
types of activities are usually not well attended.
The community coordinator for the Title VII pro-
ject uses a different approach. She has encouraged the
parents to observe in the classroom, and has received a
good response, in part because she has been able to offer
a stipend as an incentive for participation. About 20
parents regularly attend four classes in the South End.
The same coordinator also visits homes of the children
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All in-all, the effort to encourage meaningful
ntal and community involvement in the programs for
Spanish-speaking has met with little success. Even
e there are parents observing classes and community
le acting as teacher aides, there is still the lack
upport, guidance, and education which would promote
e
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E. EDUCATIONAL GOALS
The present programs for the Spanish-speaking
seem to all suffer from the lack of clearly articulated
educational goals. There are divisions and misunder-
standings within the program staff because of this
shortcoming.
In the ESL and Title VII programs the goals
have really been set outside the program by the Title I
and Title VII administrating offices and interpreted
through their operational guidelines. The supervision,
locally and from the state level, of the ESL has not
provided a clear understanding of the goals of the
program. The supervisory officers of the Title VII pro-
gram have been more successful at articulation of the
program goals, but they have also been inconsistent.
Further, in the Title VII case, the goals and interests
of the Bilingual Office often have been at odds with
those of the local project staff. In the case of one of
the mutually agreed-upon goals--integration--the Bilingu
Office has been unwilling to provide necessary funds for
its attainment.
The Clusters program was also initiated under
goals set by outsiders to the project. The Clusters
proposal written by EDC staff set out many of the educa-
tional goals and functions of the program. Much of the
al
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initial planning was based on these goals. Once the pro-
gram was started, however, the goals were not clearly
stated nor was there program-wide agreement on the goals.
There have been tensions among the staff based on the
failure to discuss and resolve the differences in educa-
tional goals.
The development of the proposal for the Blackstone
School was the one time when there was opportunity for
setting of educational goals without already-prescribed
guidelines. However, the Blackstone study is a story
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F. CONCLUSION
The planning process which has been described ii
the previous case studies had been program-oriented.
There has been no intra-project coordi nati on; thus from
an overall perspective the process has been disjointed
in nature.
The program initiation has been from the impetus
of people outside the school system. They have been
successful in their efforts because they have been able
to find funding for the programs they were advocating.
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taught an
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d exposed to more English
children are
than the other way
around. Furthermore, there is no systematic program to
continue to provide the English-speaking children with
Spanish-language development, nor is the environment in
which they live supportive to this goal.
Thus, in a way, the question of which method is
used to teach the Spanish-speaking children is secondary
to the objective of the method. In Boston, both the
English as a Second Language approach and the bilingual
approach have the same goal--the instruc.tion of English.
The first method is somewhat more direct than the second.
There is a trend toward the bilingual approach, even in
the English as a Second Language program. This trend is
based on the assumption that the child learns best first
in his' native tongue.
However, it is unclear what method teaches Englis
best. I pointed out in the Context that a review of the
studies on bili.ngualism does not necessarily support the
assumption of the native language first. The evaluations
made have no comparison of the bilingual and ESL approaches,
and, the Spanish-speaking population seem to be strongly
in favor of the English-dominant classes, which are similar
to the English as a Second Language instruction.
The decisions which have been made emphasizing
the bilingual approach have been based on the assumption
h
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Finally, the most important reason that bicultural
component of bilingual education has not been developed
and promoted is that the school system is focusing on the
eventual acculturation of the students. Only a minority
171
of the teachers support the development of awareness of
the child's native culture as a means to understand his
own separate identity. For most of the teachers, this
cultural awareness is not seen as crucial to the student's
educational and human development. And, given the
pressure and need to learn English as quickly as possible,
the cultural awareness efforts have been sacrificed for
expediency.
The interrelationship between the language and
culture is little understood or explored in the research
on bilingualism. The evaluations of the projects have
not touched on the subject nor
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3. Integration or segregation. The
classes for the Spanish-speaking in Boston are for the
most part segregated. This segregation is not ostensibly
based on racism; it has been developed from the fact that
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the Spanish-speaking children are provided with some
education which is atypical of the normal student
population. In the English Language Center and the
Clusters, the students are in totally separate buildings.
In most of the ESL programs, the students spend most of
their time in regu
special education.
are there efforts
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The staff maintains that the children do not feel
discriminated against by being assigned to separate
classrooms. In the evaluation of the 1968-1969 ESL program,
On the question of whether participation in the ESL
program accented the difference between these students
and their classmates, seventy-five per cent of the
ESL teachers and seventy-nine per cent of the home-
room teachers indicated that no such effect was
perceived.3
3 Heuristics, Inc., "Evaluation of the English as a
Second Language Program of the. Boston Public Schools, 1968-
1969"(Dedham, Massachusetts: August 1969, Mimeographed), p. 13.
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In the 1969-1970 evaluation, "Eighteen teachers (64%)
indicated that using the pull-out system for structuring
ESL instruction did not embarrass ESL students."'
Nevertheless, the children must be aware of their isola-
tion and this awareness must be compounded by the poor
conditions of their ESL classrooms in comparison with
the regular classrooms.
The Title VII program is the one attempt to
integrate the English and Spanish-speaking students.
The children may be integrated in a particular class-
room. However, within that classroom, e-xcept for a few
common activities, they remain segregated. There seems
to be little interaction between the two groups. After
six months of class, the children of one linguistic
group did not seem to know the names of the children of
the other group.
Thus the programs for
predominately segregated from
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Title VII project director and project supervisor feel
that the integrated classrooms provide the best learning
environment for the Spanish-speaking children. However,
the Bilingual Office has not been willing to fund the
additional teachers which the local project director
feels are necessary for the creation of a totally inte-
grated program.
Decisions on the segregation or integration of
the Spanish-speaking have been based on pedalogical
rationales; yet, there are two different viewpoints as
to which approach is the most effective.. The research
available on the issues of integrated or segregated
classes does not suggest which method is preferable from
a pedalogical or sociological perspective. The project
evaluations have not compared the segregated and integrated
classe's of the Title VII project. There is practically
speaking no information available on how the community
feels about the integration or segregation of the
Spanish-speaking children.
4. Components of good education for the
Spanish-speaking. This last thread that runs through
the programs is more general. There are at least two
distinct perceptions of good education held by the staff
participants in these programs. Generally speaking, the
Latins feel that traditional teaching methods with particular
emphasis on discipline and respect are desirable. Good
education will prepare the Spanish-speaking children to
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perform successfully in the English-dominant classroom
and society. The Anglos are concerned about both cognitive
and affective components of education. Innovative forms of
instruction are preferable and utilized. Good education
will impart self-developed knowledge and a positive per-
ception and understanding of the bicultural situation in
which the- children find themselves.
There is little information on this topic because
the differences have not been brought out so no contro-
versy has erupted. I will cite from two other sources
to try to illustrate more clearly the various components
of this topic.
In the formal atmosphere of the classroom the
[Spanish-speaking] child is expected by his parents
not to speak unless he is spoken to by his teacher,
not to move around and not to play; in other words,
he is not to disturb the teacher. He is to respect
hi.s teachers in terms of the definition of respect
he has been taught at home. As a token of this
respect he will address his teachers as "Teacher"
instead of by name. The expectations of the (Anglo]
teacher are quite different, however. Teachers expect
children to volunteer to speak as a way of demonstra-
ting their interest in the class, and schools
encourage play and games. Parents look askance at
these procedures. They say with reference to the
latter that in Puerto Rico children learn more in
school than here because there is too much play at
school . . .
In the eyes of recently arrived Hispano parents,
the pri vileges and obligations of teachers and school
authorities are similar to those expected of all adult
persons--whether friends, kin or personas particulares(acquaintances and strangers)--who are in charge of
children outside their homes. They are expected to
ask permission of the parents to take the children
out and are expected to report to the parent on the
child's behavior. Should this report contain com-
plaints (quejas) about a child, however, these are
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Another observer reports,
Many [community interns, similar to teacher-aides]
reflected in their own attitude toward the children
the rather authoritarian perspective of the community:
children should be still and obedient. Their struggle
to reconcile such attitudes with the kind of
curriculum and classroom structure that the project
proposed and that at some level most of them
accepted suggests that some of the optimism educa-
tional reformers have had about installing programs
modelled on the open-ended British infant schools
is ill-founded. But, a more serious difficulty, I
think, lies in the attitudes of people to the interns
themselves . . . the idea of people from the community
working in the schools.'
The expectations of the functioning of a good educational
program differ greatly between the Latins and Anglos.
The Latins tend to expect a more authoritarianly run
classr.oom, with the children obedient and quiet.
Schooling is serious; games are seen not as educational
instruction but as a waste of time. Even when the idea
of the open classroom is understood and supported
intellectually, operationalization of the concepts in the
classroom by the Latins may be difficult. Finally, the
sElena Padilla, Up
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th the Clusters, the tensions around these
two very different perceptions of components
onal instruction did exist. The problem was
h that the difference exists, as much as the
of those involved to confront these differences
ant tensions. Without confrontation and
of these basic assumptions of. education, there
growth. Instead, there is disillusionment and
tual understanding about the very thing they
ying to do--provide good education for the
eaking children in Boston.
These threads which are common to the programs
for the Spanish-speaking have been created in the
initiation and operation of the individual projects.
There has been.no overview of the totality of the programs
being designed for the Spanish-speaking nor has there
been intra-project coordination or planning.
The foundations on which some of these directions
have been based is shaky. The assumptions which are
supporting the actions are questionable, as illustrated
by the review of the research, the evaluations of the
projects and the information available on the Spanish-speaking
in Boston.
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There are no advisory councils concerned about the over-
all program development of the Spanish-speaking or par-
ticular programs. There seem to be no other channels of
expression for differing points of view.
CONCLUSION
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Up through the action which has been described
in the case studies, there was no central coordinating
body for the programs for the Spanish-speaking in Boston.
The educational planning which was done was oriented
toward the initiation and operations of particular
programs. Each of the programs has evolved fairly
independently of the others; decisions h.ave been made
without a consideration of the overall set of problems
which must be met.
A. DEPARTMENT OF BILINGUAL EDUCATION
With the creation of the Department of Bilingual
Education in September 1970 comes the opportunity for
comprehensive educational planning for the Spanish-speaking
in Boston. The impetus for the creation of the department
was the rapid growth of the School Department's involve-
ment in programs for the non-English speakers, described
in the case studies. The school system policy makers
agreed with various people concerned about the non-English
speaking students, and, most vocally, the advocates of the
Bilingual Clusters, that a department was needed to coordinate
the system's growing program of bilingual education.
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When Mr. Botelho took over as Director of the
Department in September he had two goals: to pull
together a department and to educate himself on bilingual
education. To pull together a department he located
the ESL, Title VII, and Clusters offices at 21 James Street
in the South End, location of one of the Clusters. He
centralized the staff work and held bi-monthly meetings of
'Boston Public Schools, "Superintendent's
Circular," 6 March 1970, Mimeographed. (Educational
Development Center files).
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meetings take their ideas, discuss the constraints,
draw up a draft and present it to the staff for feedback."3
The planner would also work with a bilingual task force.
This group would have representatives from staff and
curriculum development division, and individuals outside
the system who are knowledgeable about bilingual education.
This group of experts would meet regularly and develop
ideas. The planner would pull the ideas together, discuss
implementation and constraints and develop proposals for
acti on.
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is still unlikely they would provide the planner
described. EPC will provide technical assistance to
the Department, but feels that the Department should
do the goal setting and then ask for specific assistance.4
EPC will write proposals, develop in-service training,
and do technical writing for the Department. It would
probably mean, therefore, that the Department would have
to hire its own planner.
B. PLANNING CONSTRAINTS
Regardless of who is going to do the planning,
there 'are some constraints which will be operating on
the educational planning and implementation. Mr. Botelho
says that there are two main constraints which he faces:
money and space. However, the question of money is not
as grim as it might be. At present the school system
has taken a favorable attitude toward the funding of
programs for the Spanish-speaking. In the past year's
austerity move which may bring the end to the Educational
Planning Center, the Department of Bilingual Education
was given an increase of 35 new teachers for the next year.
The Department was one of only two which were allowed
increases in operating expenses.
4 Interview with John Coakley of the Educational
Planning Center, 26 July 1971.
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Federal funding is less likely to be ex-
panded. It is at present unlikely that there will
be any new categories of assistance for the education
of non-English speaking children. The two programs
which are rece
VII--will cont
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however, it do
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may be new funds available from the Stat e
Department of Education through the bilingual educa-
tion bill presently pending in the General Court. If the
bill is passed and funded, Boston would receive a
substantial share of the total funding--$7 million over
the next five years. The requirement on these funds is
that they be spent for bilingual education. At present
the plans are to use these funds to expand the bilingual
component of the ESL program.
In short, there is never enough money, but
given the past funding level, the assurance of continued
federal support, the present support from the School
Committee and the possibility of additional funds from
the state, the financial outlook for educational programs
187
for the Spanish-speaking is fairly rosy and the
state funds could provide a chance for creation of
new approaches.
The question of space is less optimistic, at
least for the short run. As I have pointed out in the
case studies, the English Language Center, many of the
ESL classes, and one of the Bilingual Clusters are all
meeting in temporary locations which are not necessarily
conducive to a supportive educational environment.
During the development of the most recent program, the
Clusters, there was a very through effort to find class-
room space in the whole North Dorchester area. Temporary
arrangements were made, but they are inadequate. The
problem of classroom space for the Cluster has still not
been resolved a year and a half later.
There are several new schools being planned,
among them the Blackstone School which is designed to
be especially for the Spanish-speaking. Other schools,
such as the New Quincy School, the Carter Complex, and
the Fuller School, are all having bilingual instructional
components--language laboratories and other facilities--
written into the educational specifications. However,
the earliest that any of these schools will be open is
the fall of 1973. And at present, there are problems
with the needed state share for the financing of any new
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Also, there are some constraints which exist
because the Departmental staff are not completely under
its jurisdiction. The project directors of the ESL and
Title VII programs are in part responsible to the funding
agencies and thus operate under two sets of authority
structures. Also, some of the teaching staff is not
directly responsible to the Department. The ESL teachers
are primarily responsible to the principals in whose
schools they are working.Neither Mr. Botelho nor the 'roject
director can exercise 'much. direction over them, especially
.
5 Interview with Jeremiah Botelho, 14 May 1971.
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where the principal is uncooperative. In addition, the
English Language Center remains on the periphery of the
Department, with ties and allegiances to the Adult
Education Division.
And, finally, the existence of the programs
themselves creates a constraint on planning. The -pro-
grams do exist, and, as I have indicated, their funding
is likely to continue at least for a couple of years.
Only the ESL program may change as it becomes a
predominately bilingual project.
C. EDUCATIONAL GOALS
At another level, the development of the programs
for the Spanish-speaking has produced a set of themes
which run through the program. These themes are an
emphasis on English-language acquisition, evolution toward
predominately bilingual approach, segregation of the
non-English speaking students, a lack of development of a
bicultural instructional component. Running through
these is an absence of agreement on what constitutes
good educational.practice for the Spanish-speaking.
Generally speaking these themes have emerged without
having been intentionally created nor decided upon in
the cour-se of the development of the individual projects;
190
there has been little or no concern about the overall
direction these programs were taking nor that they were
evolving into more or less the same approach.
I feel that a reconsideration of these themes
is the most immediate and crucial task before the
Department of Bilingual Education. There needs to be
an assessment of where the individual projects have
come from, what the needs are of the population which
these projects are to servewhat the values are which
should be considered, what degree of flexibility each of
the programs has, and what constitutes quality education.
The Department must ask if the present themes are the
ones they want to pursue in the future. The Department
has been created at a point in time where there are a
large number of children in the various programs. These
progra'ms should not be accepted as the only models for
education of the Spanish-speaking. The present themes
have been developed in a disjointed incremental manner.
The review of the literature on bilingualism, the project
evaluations, and the information on the Spanish-speaking
population in Boston has shown that there is a questionable
foundation for the presefft themes and most clearly that the
education of the Spanish-speaking should be flexible,
perhaps experimental in nature and that several kinds of
educational approaches should be developed. Furthermore,
there is a need to change from the orientation of concern
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over the number of children in and out of school to a
concern about the quality of education the children who
are in school are receiving.
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(Comprehensive educational planning would have
effort to first articulate a set. of goals,
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The setting of the goals for the education of
ish-speaking lies within the domain of the Depart-
Bilingual Education responsibilities. There seems
other segment of the school system which would
e this effort.
Goal setting received little attention in the Boston
Public Schools. At least two dozen departments are
involved in developing programs, but only in some
curricula guides do any educational goals appear.
The amount of time the School Committee devotes to
educational policy appears to be limited; this demon-
strates a lack of long-range educational planning.'
'Joseph M. Cronin, Organizing an Urban School
System for Diversity (Boston: Massachusetts Advisory
Council on Education, 1970), p. 31.
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The Educational Planning Center has said that
it will help with technical planning but feels that it
is the responsibility of the Department to set its
goals and objectives.
The themes which have developed in the programs
for the Spanish-speaking can be said to represent one
ideological position about the education of immigrant or
minority children. This orientation is reflected in the
direction and function of the socialization component of
the educational process. The instruction of the Spanish-
speaking children is more than just instruction of
English and imparting of a body of knowledge. Piaget
well described the inter-relationship between education
and social i zati on:
To educate is to adapt the child to an adult social
environment, in other words, to change the individual's
ps-ychobiological constitution in terms of the
totality of the collective of realities to which
the community consciously attributes a certain value.
There are, therefore, two terms in the relation
constituted by education: on one hand the growing
individual; on the other hand the social, intellectual,
and moral values into which the educator is charged
with initiating that individual. 7
This initiation which Piaget refers to is particularly
crucial when the social, intellectual, and moral values
of the educator and the dominant society comprise one
set and those of the child comprise another. Does the
7Jean Piaget, Science of Education and the Psychology
of the Child (New York: Orion Press, 1970), p. 137.
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educator and the society have the responsibility to
initiate the Spanish-speaking children into their set
of social, intellectual and moral values; to teach the
child those of his own; to explain, but not initiate,
both sets; or to help try to find a new synthesis?
These are the challenges which are at the center of
planning and goal setting for the education of the
Spanish-speaking.
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In the case of an alien or minority group, the
initiation or socialization function can be described
in terms of three general ideological tendencies.
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I have interpreted these ideological orientations
in terms of the educational themes which run through
present operations. This is portrayed schematically below.
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Continuing with the ideological orientation
model, I would maintain that the present programs and
orientation of the education of the Spanish-speaking
in Boston fall within the "Anglo-conformity" and
"melting pot" orientations. An education program
consonant with the "cultural pluralism" outlook
would have been developed differently from the way the
present ones have been. The focus of such program.
development would be
. . . of preserving cul tural traits, of dignifying
qualities and practices different from our own and
of creating a feeling of pride in the mores,
customs, conventions and social patterns of the
immigrant in his homeland. . . . Education, there-
fore, under this theory assumes a totally different
role. It begins by' discovering their character,
by magnifying them, by dignifying them, and by
creating a feeling of pride in them. 0
In the American past there has been a continuing
debate on the proper role of education with regard to
these three orientations. The large immigration at the
end of the last century prompted debate on the role of
education. According to the educational historian
Cremin, the "Anglo-conformity" or Americanization outlook
was the most domi.nant. Some advocated the concept of
the "melting pot" (taken from a play of the period). Only
a small group of intellectuals advocated a pluralistic
.C. Wright Mills, Clarence Senior and Rose Kohn
Goldson, The Puerto Rican Journey (New York: Russell
and Russell, 1950), p. 84.
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2 Arnold Leibowitz, "English Literacy: Legal
Sanction for Discrimination," Revista Juridica de la
Universidad de Puerto Rico (VoT. XXXIX, No. 3). Tied
into the question of instruction in other than English
was the issue of public subsidy of such instruction.
Similar to the division of the end of the 19th century,
only the intellectuals were in favor or the public
subsidizing instruction in a foreign language.
"All in all, the concept received its greatest
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unprepared to see subsidized pluralism in American
society as the fulfillment of 'the American idea'
in modern intercultural relations."
(Joshua A. Fishman, "Public Subsidized Pluralism: The
European and American Context," in School and Society,
Vol. 87, supplement of 23 May 1959, p. 247)
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The passage of the Title VII program was due in
part to a change in the time. The concept of the
"melting pot" has been challenged as not presenting
the American reality. Among others, Glazer and
Moynihan's Beyond the Melting Pot, and the less well
known book by Milton Gordon, Assimilation in American
Life, document the fact that the melting process has
not taken place. These authors find instead a con-
tinued existence of structural pluralism in American
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their position. I agree with Herbert Gans' assertion:
. . . planners and other professionals do not
monopolize wisdom about goals and values, that
diversity is valuable, and that people are
entitled to live the way they choose, unless that
way can be proved destructive to them or to their
fellow man.'
However, it does seem that educators are frequently
reluctant to consider the contrast.
All too often they [ schools] demand styles of
behavior antithetical not only to social and
ethnic minorities but also to most other original
or 'difficult' children, no matter what their
backgrounds. They are the instruments of social
selection, and as such, they screen out misfits
for the middle class, regardless of race, color
or national origin . . . the school in short, is
not an instrument of pluralism, but of conformity.' 7
The challenge to the educational planner for the
Spanish-speaking is to develop a way in which the schools
become less of an instrument for conformity and more for
pluralism, which is reflective of social reality.
D. PLANNING MODEL
If the.Department or its educational planner
does decide to make a reassessment of the present
orientation of the programs for the Spanish-speaking
there will be a need to develop a planning process
which will be tailored to the situation. Development
"Herbert Gans, People and Plans (New York:
Basic Books, 1968), p. ix.
17Peter Schrag, "Why Our Schools Have Failed"
in The Politics of Urban Education, ed. by Marilyn
Gittell and Alan G. Hevesi (New York: Frederick A.
Praeger, 1969), p. 315.
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of a planning process which is drawn from the rational
decision-making model is not complementary to the
context of the planning environment or needs. Such a
model described by Meyerson and Banfield, based on
their conception that planning is a "rational selection
of course of action":
1. The decision-maker considers all of the
alternatives (courses of action) open to him . . .
2. He identifies and evaluates all of the
consequences which would follow from the adoption
of each alternative . . .
3. He selects that alternative the probable
consequences of which would be preferable in terms
of his most valued ends. 8
In order to take the first step in this rational
planning model , the planner must make an analysis of the
situation. I think that the most obvious conclusion
that the planner would deduce from the situation is
that there is not enough information presently available
and. that the first step would be an extensive collection
and development of relevant information. However,
having made the review of the information we also know
that the basic questions which would guide the develop-
ment of the programs are not resolved in the research
and are laden with value considerations.
In short, the planner needs a model which is less
"rational," by which information and values can be
1 8Martin Meyerson and Edward C. Banfield, Politics,
Planning and the Public Interest (Glencoe, Illinois:
The Free Press, 1955), p. 315.
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generated without the constraint of artificial or
irrelevant criteria. Charles Lindbloom describes a
model for decision-making which seems more nearly to
meet the needs of our educational planner. This model
is called "partisan mutual adjustment."1 9  In this
model, decisions are arrived at by agreements among those
involved, without the existence of a central coordinating
process which is independent of the decision-making
process. Lindbloom refers to those involved in this
mutual adjustment as partisan.
In a group of decision-makers a deci.sion maker is
a partisan with respect to the others if (a) he
does not assume that there exists some knowable
criteria acceptable to him and all the other
decision-makers that is sufficient, if a pplied,
to govern adjustments among them; and (b) he
therefore does not move toward coordination by a
cooperative or deliberate search for and/or
application of such criteria or by an appeal for
adjudication to those who do so search and apply.2"
Thus, the key to the process which Lindbloom describes is
thatait is agreed and accepted among those involved
that "knowable criteria" for decision-making do not exist.
Acceptance of the lack of pre-formulated criteria and
inclusion of people concerned about a particular set of
problems would open the planning process, allowing for
"For a full discussion see Charles Lindbloom,
Intelligence of Democracy (New York: Free Press, 1965).
2 0 Ibid., p. 29.
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the process to serve as a forum for expression of
opinions, development of information and debate.
Furthermore, this mutual adjustment model is
tailored to the situation of a minority group, such as
the Spanish-speaking in Boston. They will continue
to remain a minority within the city. And, they are not
a homogeneous group; there are many separate interest
groups within this population. If the decision-making
process were to be guided by some kind of majoritarian
principle, the Spanish-speaking and the various interest
groups within the community would not have a voice in
influencing the decisions which would affect them.21 By
not having set criteria and encouragingall those interested
to participate in the discussion, the partisan mutual
adjustment process allows the weight of influence in the
decision-making to be adjusted to take into account the
21 Gans suggests that the shortcomings of American
democracy, particularly in its dependence on majority
rule, are in large part due to the present crisis in
the country.
"America has been a pluralistic society for almost a
century, but the shortcomings of the majority rule
have not become a public issue before, mainly because
previous generations of outvoted groups had other
forms of rederss. The outvoted of the past were
concentrated among poor ethnic and racial minorities,
as they are today, but in earlier years, the economy
needed their unskilled labor so that they had less
incentive to confront -the majority, except to fight
for the establishment of labor unions. Moreover,
they had little reason to think about majority rule
for government plays a smaller role in the economy
and in their lives."(Herbert Gans, "We Won't End the Urban Crisis Until We
End Majority Rule," New York Times Magazine, 3 August 1969.)
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intensity of feeling and of expression by those who
have particular interests in a policy area.22
E. INVOLVEMENT OF PARTISANS
It could be argued that to some degree the
initial planning process for the Bilingual Clusters
and the Blackstone School resembled the partisan mutual
adjustment model as delineated by Lindbloom. Groups
which were interested were able to participate in the
planning process. There was little guidance; few
criteria were set which guided the planning. There was
no strong centralized decision-making body.
From a planning perspective these two cases
suggest the problems inherent in the model when it is
operationalized. The two citizen groups were involved
for as long as they were interested in the issue. Both
groups had organized around limited objectives: the ad
hoc group advocating the Clusters focused on the opening
of the Clusters; the SECEC/ETC combination focused on the
writing of the Blackstone proposal. Neither of these
groups were able to sustain interest to establish a new
set of goals once the original goal was met. The ad hoc
group was not concerned about the operations of the
2 2 Charles Lindbloom, Intelligence, pp. 246-290.
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involved at a level of specificity about the issues
which is commensurate with the level of interest of the
educators. They understand how to deal with the system
from a political standpoint. However, the planner who
is concerned about developing a wider participation will
meet with many frustrations. The Blackstone case
illustrates the frustration of the Educational Planning
Center planner, encountered when he realized that the
SECEC/ETC combination was not representative of the
community, or of the various interests in the community.
The Blackstone case illustrates.a number of
problems of trying to encourage wider participation in
the planning process. Efforts to organize the community
residents and concerned people were abortive for a
number of reasons. First, those who were concerned
about organizing did not have the support of the
organization with which they were working; they did not
have legitimacy, time, nor command of Spanish. When they
did try to make efforts to discuss the issues, they were
met with some polite interest but soon found out that the
real concerns of the community people were about specific
school operational issues, such as hot lunches and
discipline. The educational questions posed by the
organizers were too abstract and seemingly unconnected
with the specific issues the community people were
concerned about. Finally, the organizers were reluctant
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to try to include some of the community people into the
proposal development discussion because the proposal
writers did not speak Spanish (the community people did
not speak English) and they were conducting discussions
at an abstract level; the organizers feared that these
factors would inhibit and intimidate the community
residents.
The case studies also document the general
failure to get parents and other community residents
involved in program operations. There has been involve-
ment where there has been money available to hire
people as teacher-aides or pay for observation of the
classes. But there is not enough money to pay for
widespread involvement and payment for involvement can
be questioned since it may be co-optive. Once included
in the programs, the community people have not been given
the kind of support in terms of education, training and
guidance which is needed for them to learn most in their
roles as aides and observers and to give the most to
the program. Their opinions about issues have not been
.sought out. As the only community representatives
involved in the program, they have not been given special
consideration in the program planning, as might be
inferred from the Lindbloom decision-making model.
If the planner is going to develop a planning
process in which those who have interest in the decision-
making know about the process, can and do participate,
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the reasons for the failure of parental and community
involvement in the past need to be understood and
mechanisms should be created to overcome these short-
comings. The case studies of this thesis, as well as
other studies of the Spanish-speaking participation
in school and education issues, indicate an overall
lack of involvement in the schools. 2 3 Reports on Puerto
Ricans reaffirm these findings. 2 4
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I will present my impressions for the reasons
there has been a lack of involvement of the Spanish-
speaking community in Boston in the educational
program planning. These are initial ideas and should
be compared with other interpretations of the reality.
Such ideas should be used in the development of
mechanisms to encourage greater participation in the
planning process.
1. At the most obvious level, there is
the language barrier between the Spanish-speaking and the
dominant society, and its institution, the school. Many
of the school personnel (particularly -in the English
Language Center and the English as a Second Language
program) speak only English. In any effort at communica-
tions--through messages to the parents, conferences or
general meetings--some form of translation is necessary,but
it 1is a. burdensome problem which does not promote an
ease of interaction. The language barrier is a reaffirma-
tion of the distance between the Spanish-speaking and
English-speaking, dominant society.
because of the Latin ambience the school personnel
willingly promote. Rubinstein relates her interview
with Luis Fuentes who tells her about the participation
of the Puerto Ricans in the Bilingual Advisory Committee.
The impetus for involvement was the awareness of the
community control issue in this sub-school within the
Ocean Hill-Brownsville district. (Rubinstein, "Ocean
Hill-Brownsville"; and Patricia Cayo Sexton, Spanish
Harlem (New York: Harper Colophon Books, 19651.)
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2. The Latin's perceptions of the schools
and school teachers inhibits involvement. For Latins,
teachers are esteemed members of the community, respected
professionals. Thus, the Latins are likely not to
question or challenge the teachers' or schools' policy
or actions.
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poor. They are preoccupied with a multiplicity of
problems--employment, housing, health. Problems are
confronted on a crisis-oriented basis. Within the
demands of their lives, the problems of the schools and
education of their children is just one of many concerns.
5. There is a lack of leadership in the
community which is concerned about raising school and
educational issues. There is no effort to mobilize the
community around these issues. Therefore, no one is
attempting to educate the community; no one is raising
issues which create controversy, and yet the differences
of opinion do exist. The leadership is acting on behalf
of the community and by doing so is keeping the community
uninformed and preventing the issues from rising to the
surface.
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6. There has been a general shortcoming
on the part of the school personnel to find ways to
greater involvement in the programs and planning. And
where there are people involved, there has been an
absence of support for them. This lack of commitment
to community involvement in the program assumes that
the educators have most of the answers; I would assert
that they do not.
F. SOME IDEAS
I suggested in the introduction to this thesis
that one thought behind the research and preparation
of the thesis was the question of what I would do if
I were the educational planner. How would I act?
Sitting in this comfortable room in Belmont, removed
from the immediacy of the situation, the political
considerations, I would like to share with you ideas
I have had about some of the directions I would take
if I were the planner.
I do want to emphasize that these are just some
ideas. I can not sit here and make useful recommendations.
I am not the planner. I do not have a grasp of the
political considerations which would influence the
planning priorities and possibilities. Further once one
decision was made, the consequences, which I can not
determine from here, would be constraints for future
212
planning decisions. And, finally, I would want to try
to operate within the intent of the Lindbloom
decision-making model. By making recommendations
absent from the influences of the possible interest groups
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(such as a resource center and coordination). And,
finally, if the Educational Planning Center does continue,
there needs to be a closer, working relationship created
between the Department and the Center. As I have argued,
there is a need for this planning process to be open,
accessible to those interested in the educational and
school issues which affect the Spanish-speaking. Through
every means conceivable (pamphlets, posters, school
communiques, newsletters, TV and radio, personal contact,
agency contacts, mass meetings, small meetings, fiestas,
etc.), the Department must inform the co-mmunity of its
efforts to include the community residents in the
planning and to keep them in touch with the decisions
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4. Youth Council. This council would
be composed of older students from the intermediate and
high schools, and the English Language Center. Among
their functions would be interpretation and articulation
of the students' points of view.
5. Paraprofessionals. The teacher-aides
and the community coordinators have a unique contribution
to make as the individuals in the programs who are
closest to the community. An organization of paraprofessional
and community aides would provide the opportunity for
them to express their concerns and goal -for the programs
in which they are working as well as communicate the
attitudes and feelings of the community about the programs
and educational goals for the Spanish-speaking.
I do not envision the immediate formulation of
all tiese groups, nor do I believe that they might all
exist at one time, sometime in the future. Further, I
would suspect that the groups which are organized would
be very fluid in membership, given the high mobility of
the community. However, I do not see this as an over-
riding concern. In fact it is probably advantageous,
because there would be no narrow definition of group
membership. In turn, decision-making would be more
conducive to the"partisan mutual adjustment" model in
which those who are interested in a particular issue
would have the opportunity to try to influence the out
come of the decision-making process.
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These groups and other groups which might be
organized can not be created just as an end in them-
selves nor just because it is good for people to get
involved. With the possible exception of the Task Force,
these groups can not be considered as just forums for
discussion of abstract educational issues. The group
must satisfy and reflect the needs of its participants.
There are two possible kinds of orientations that the
groups could take: task orientation, and social-education
orientation.
The Youth Council could be organ.ized around a
task. Through the work-study program for the high school
Spanish-speakers, the teenagers could be employed as
tutors for children in the lower grades. There are many
children in the present programs who need special
assistance which they can not receive because of the
total amount of demands on the teachers and teacher-aides.
These tutors could help. The creation of such a Council
would perform several functions: employment for the
students; increase in needed manpower for the education
of the Spanish-speaking children; an introduction into
the teaching profession; development of mutual support
among the members of the Youth Council; and, perhaps
serve a counselling function for the younger children.
The result of this tutoring program would be that the
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Youth Council members would have a particularly unique
perspective on the program for the Spanish-speaking
both as receivers of the services and as participants
in the teaching. This perspective would be useful in
the program and educational planning processes, adding
a dimension to the discussion which would probably be
ignored otherwise. 25
A social-educational orientation could be the
basis for the organization of the Parents Groups.
These groups are perhaps the most difficult of all
*the groups to organize. And, at the sam.e time, they
are perhaps the most important because their goal is to
recruit and educate people who would not otherwise
become involved in school and planning issues. The
teachers and the teacher-aides will probably have to
initia'te these groups.
2 5 A project of this nature has been developed
in La Puente, California.
"Mexican-American high school students identified
as potential dropouts will be offered the
opportunity to be employed as tutors in the
elementary school program. They will receive
pre- and in-service training and teacher assistance
to aid them in their tutoring."(U. S. Department of Health, Education and Welfare,
Educational Resources Information, Projects to Advance
Creativity in Education, Pacesetters in Innovation,
Fiscal Year 1969 [Washington, D.C.: Government
Printing Office, n.d. ], p. 103.)
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What will bring the parents to meetings? One
school in New York found
Parents came to see their children honored or
to see their work of performances. They came
to see Spanish films, purposely held at the
end of the meeting. Coffee was served, at first
American coffee; when few drank, the staff
switched to Puerto Rican con leche. The govern-
ment of Puerto Rico selected and loaned Spanish
educational films. 26
Other gimmicks would include fiestas, celebration of
Latin holidays, performances of various groups in the
community.
Other ways to attract the parents is to offer
services
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acti vi ties and services should be the presentation of
2 6Patricia Cayo Sexton, Spanish Harlem, p. 150.
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the school's programs, goals, and discussion of the
program and educational issues, and the activities of
the parents groups. Every effort must be made to avoid
the domination of these meetings by the school staff.
By coming to meetings the parents will have
some idea of the school's concerns. However, actual
observation in the classrooms is much more effective
as a method.
The success of the Title VII community coordinator
in involving parents suggests that there is substantial
untapped interest in the classroom activities, especially
if personal contact is made with the parents, they are
encouraged to come to the classes, made to feel welcome
and there is a financial incentive available. I would
like to see this involvement taken one step further.
The pa-rents are only observers in the classroom. The
teachers and teacher-aides have not given them a lot of
attention nor helped them participate in the classroom
activities. There is a need for education and training
of the obwervers. In New York City both the Bronx
United Parents, a community group, and the Center for
Urban Education, a regional educational laboratory, have
developed successful parent training programs. These should
be looked into for their applicability. 2 7
2 7 Ellen Lurie, How to Change the Schools (New York:
Vintage Books, 1970); and U. S. Senate, Select Committee on
Equal Educational Opportunity, Hearings, Equal Educational
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In trying to bring the parents into the
school decision-making, efforts should structure with
consideration of the following facts: the parents
are likely to be hesitant about coming to the schools
because of their own lack of education and respect for
the school authority; and the parents are not familiar
with the educational methods and attitudes; efforts should
be made to inform them and elicit responses about their
suitability for education of Spanish-speaking children.
I think there is a need to reconsider the present
programs, and particularly the English Language Center
and the English as a Second Language program. A complete
reassessment of the English Language Center should be
made with an effort to improve the quality of education,
affect-ing a reorientation from English acquisition to
consideration of the whole individual. The present facility
needs to be renovated. The staff need to be trained in
English as a Second Language methodology. And, a reorgani-
zation of the Center should bring it under the auspices
of the Department of Bilingual Education.
Opportunity for Puerto Rican Children, Part 8, November 23,
24, and 25, 1970. (Washington, D.C.: Government Printing
Office, 1970) pp. 3855-3858.
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The English as a Second Language progr
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on which I have developed on th
and their educaional needs,
e
it would seem that there are several groups whichare not
receiving needed educational attention.
1. Pre-schoolers. The Department could
take a lead in the development of bilingual kindergarten
programs for the Spanish-speaking children. (Kindergartens
will be required by the city by 1973 anyway.) Also the
Department could put pressure on Head Start programs to
increase the number of Spanish-speaking students in the
programs and provide technical assistance on educational
techniques for bilingual instruction.
Part of the program should be the consideration
of an experimental program of the early introduction of
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English,
research
successf
chi 1 dren
together
following the Lambert, Just, and Segalowitz
in Canada.2"
In addition, since Sesame Street has been so
ul for the introduction of the pre-school
to English, groups of children could be brought
to watch the program and supplementary activities
developed.
Parents could be i
and kindergarten programs
ncorporated
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into pre-school
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28W. E. Lambert, J. Just, and N. Segalowitz,
"Som Cognitive Consequences of Following the Curricula
of the Early School Grades in a Foreign Language," in
Report of the Twenty-First Annual Round Table Meeting
on Linguistics and Language Studies: Bilingualism and
Language Contact: Anthropological, Linguistic, Psychological
and Sociological Aspects, ed. by James E. Alatis
(Washington, D.C.: Georgetown University Press, 1970),
pp. 229-280.
29U. S. Department of Health, Education and
Welfare, Pacesetters in Innovation, p. 102.
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leave school, and from there develop relevant programs
which fit the student' needs. Probably some of the
students drop out because they need to go to work.
Work-study programs need to be made available (the
Youth Council being one such program). Probably some
students drop out because they find the .education
irrelevant. A school-without-walls might be a very
useful approach because it would provide the students
with an opportunity to find things that do interest them
and at the same time would provide the students with an
opport'unity to get to know the community and city
facilities and resources. Finally, some of the students
will drop out because they do not have the necessary
educational back ground.
toward the development
Special tutorial
of Spanish and Engl
rograms aim
sh literacy
as well as subject matter instruction need to be created.
3. Adults. At present the only adult
programs being offered are the English Language Center
and the small program component of Title VII. As I
have illustrated with the data on the Spanish-speaking,
3 oThe exact figure is not available from the
school system.
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There is a great need and interest in adult language
classes. One-third of the population is interested
in taking Spanish classes, and two-thirds in taking
English classes. The present programs can not fulfill
the demand.
Innovative methods must be developed to make
the classes more relevant
One suggestion is that
variety of convenient 1
of churches, people's h
the like. Another idea
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Throughout the development of the new programs
and in the reassessment of the present programs there
must be an effort to develop and clearly articulate
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that its resolution might mean that
e devoted to other, more crucial, issues.
tment needs to develop a research and
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ommittee. The Department should
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of classrooms with strong bicultural components
ones without. Cooperation of the Department in
up control groups would be essential.
One last area of information is the nat
education needs of the student population. The
lack of information on the educational needs of
total population and most particularly those wh
not Puerto Ricans.
Finally, the Department should become a
information-coordination center. This could be
achieved in the creation of bilingual resource
which could be used by the teachers and interes
and
setting
ure of the
re is a
the
o are
n
center
ted public.
This center would include books, audio-visual aids and
other materials, and listing of other resources which are
available on the market. The Center could serve as a
intraproject communications center where people interested
in developing the same ideas could get together. Informa-
tion relevant to cultural aspects of bilingual education
should be readily available. Through the center
Puerto Rican and Spanish-speaking college students could
be encouraged to develop relevant curriculum material on
the history and culture of Puerto Rico and the Latin
American countries, and history of the Spanish-speaking
peoples in the United States.
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Throughout the discussion which will be
generated by the planning activities suggested above,
the educational planner and others involved must be
sure to continually try to develop a clear understanding
of the issues and values. The implications and con-
sequences must be considered in terms of objective
educational measures and as significantly in terms of
the socio-cultural outcomes.
The previous disjointed and incremental efforts
of the school system have developed an overall
orientation toward the education of the Spanish-speaking.
The classes are segregated, the instruction dependent on
the bilingu
component i
and implica
compon-ents,
demand for
variety of
can come at
educational
al approach and an absence of th
n the curriculum. This overall
tion for cultural pluralism, and
must be continually reassessed
alternate approaches or provisi
approaches considered. This rec
an abstract level through discu
planning and goals. However, t
e bicultural
orientation
its various
and the
on for a
onsideration
ssion of
he partisans
in the planning should be mindful that the more concrete
decisions should also be reassessed in these terms.
There are a number of questions which should be
addressed independent of the creation of specific programs
and integrated into the discussions of program development.
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Should the classes be taught in an English as a
Second Language method or a bilingual method?Are there
alternate methods which should be considered?
Is the method's effectiveness a functio
of the age of the student?Is the age a chronological
measure or do other factors enter in, such as reading
readiness?
n
Is the method's effectiveness a function
of the educational background of the student?
When can the English as a Second Languag
method be utilized as an effective complement to the
bilingual method?
Are the educational instructional methods
which are typical of Puerto Rican,Cuban- or other Latin
American schooling which should be used in the education
of the Spanish-speaking in Boston?
If so, should there be a combination
of the Anglo and Latin methods, or should there be a
reliance on either the Anglo or Latin method?
Should these methods be used at differen
times such as a strong emphasis on the Latin methods
for the children who have just arrived?
Should the programs or some programs be oriented
to helping the students make the transition into the
Boston schools?
Should
developed so that they
the programs
can offer an
or some programs be
educational
e
t
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program independent of the school system?
Should the programs or some of the programs
offer courses which are being given in Puerto Rico
other countries so that the large number of childre
who return will not fall behind there?
Should the classes here be integrated or se
What are the pedalogical effects of
integrated and a segregated class?
Do these effects vary by age?
If so, what are the implica
Does the integration or segregation
the class have an effect on the kind of instruction
methods which should be utilized?
What should be the nature of the socializat
function of
"Anglo conf
pluralism"?
and
n
gregated?
an
tions?
of
al
ion
the educational process?
Should
ormity" or
there be an orientation toward
melting pot" or "cultural
its relat
nature of
bilingual
i
Should the reality of the community and
onship to the dominant society affect the
this instruction?
Is the bicultural component integral to
education?
Can a language be taught without consideration
of.the society and culture which it comes from?
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These questions and many more are
in the education of the Spanish-speaking.
issues which make the field fascinating a
to me. There seem to be no answers; vali
on all sides of each question.
The planner is in a difficult pos
act, he must plan, aware of the many issu
unresolved. To help guide him there are
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information. The planner should develop
networks with the people who can help him
to the questions I have posed above. The
the experts in the field and the people f
planning is being done. One of the main
mechanisms is the kind of groups which I
above.
To be sure that the channels of communication
serve the planner and the communicators, the planner
must prove his sincerity about the involvement of a wide
variety of people in the planning process. He must be
prepared to keep alternatives open, to enter the planning
discussion without setting the criteria for decision-making
previously. He must also be able to raise the issues,
their implications and their implicit value judgements.
In ,these discussions weighted influence must be assured
t
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two major
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se people are
or whom the
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EPILOGUE
I started this thesis with a brief statement
why I decided the write my thesis on educational;
ng for the Spanish-speaking in Boston. So, I
hat it would be appropriate to end the thesis
brief note about where I might go from here.
Two things have struck me as I did the
ch for the thesis: the lack of concern for
education for the Spanish-speaking ;and, the
tion of certain perconceived orientations
educational process. To work from these
atures about the state of education for the
h-speaking I propose to develop adult
ion classes. These classes would be different
from the ones presen
English Language Cen
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them develop several lessons on the problems of
health care. We would go tb the emergency room
of Boston City Hospital, talk with the staff there,
I would teach them the English words which they
would need to get by in an emergency health situation,
and we together would explore our feeliggs about the
visit to the hoppital. Through this ppproach to
education I would hope that at a minimal the
adults would develop a useful vocabulary and an
understanding of the various resources which are
available to them in Boston.
As Freire says,
To affirm that men are persons and as
persons should be free, and yet to do nothing
tangible to make this affirmation a reality,
is a farce!
1
Paulo Freire, Pedagogy of the Oppressed (New York,:
Herder and Herder,1970) p.35.
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METHODOLOGY
The topic of this thesis was chosen because
I felt the area of education was of
to the Spanish-speaking in Boston. I
about education and schools before I
on the thesis, and, then, only from
of citizen participation in educatio
making. I know now that to write thi
have'been well read in a variety of
techniques and methodology of second
instruction, linguistics and.socioli
training, educational planning, data
primary co
knew litt
started w
the perspe
nal decisi
s thesis I
subjects,
language
ngui sti cs,
anlysi s,
educational evaluation, paraprofessional training,
organizational theory, community organization and
participation in educational decision-making, history of
immigration to the United States, Latin. American
history and culture, and Spanish. During the pre-
paration of the thesis I did have the opportunity to
delve into these topics, some of the information,
particularly in the field of education was necessary
before I began. However, I did not know this at the
time. I made an initial survey of information avail-
able on Latin Americans in the United States and
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orki ng
cti ve
on-
shoul
ncl ud
d
ing
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began my interviews.
The main method for the collection of in-
formation for this thesis has been through inter-
views. I interviewed thirty-five individuals over a
period of a year and a half. These interviews
open-ended
and a half.
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for selection of people to interview.
I decided at the outset that I would try
to focus on one program at a time. This way the
issues would be fresh in my mind and it would help
to define the end of the time period that I would
be concerned about. I chose the Title VII project
first because Sister Francis Georgia told me that
the project director was friendly and could be very
helpful. Martha Shanley( now Hass) was ftiendly and
helpful,
basic thi
bilingual
I pulled
study.
but my lack of understanding of such
ngs as the difference between ESL and
education overwhelmed and embarrassed me.
back and focused on the Blackstone School
The Blackstone School
easiest of the cases for me.
study was perhaps the
was working in the
South End at the time and knew some of the
involved. In addition, many of those involv
people like me-. they had similar concerns a
educational reform and similar backgrounds.
clearly understood why I was interviewing t
volunteered information which was important
study, and felt comfortable in voicing thei
trations and personal opinions. Even so, I
setting up interviews an incredibly time-co
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that
ss. By
I had a
the end
veraged
people
ed were
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r frus-
found
nsumi ng
of the Spring of 1970 I guessed
ten hours tryingto set up an inter-
view for every hour spent interviewing..
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after that was much easier and I felt there was a
greater willingness to be open with me. I also became
involved in the efforts to set-up a state-wide or-
ganization for the Spanish-speaking which was promoted
by the conference attendees and in the lobbying efforts
for the passage of the state bilingual education bill.
I was also invited to several meetings of an ad hoc group
composed of the project directors and the head of the
Department of Bilingual Education and the educational
leaders in the Spanish-speaking community.
To supplement my interviewing I observed
10 cl-asses, at least one from each of the programs
presently being offered under the Department of
Bilingual Education.
The Department of Bilingual Education
encompasses four programs which are fdirly
innovative and has attrached competent and concerned
individuals to teach in them. The special nature of
the programs and the fair degree of autonomy of the
Department has meant that I was not exposed to
the problems of education as described in Death
at an Early Age. My one experience had a very deep
effect on me.
I went with Wendy Wilkins, State Department
of Education ESL Spuervisor, on her visit to the
English Language Center. The instant I stepped into
the building I cringed; I became aware of all my re-
former instincts. The events of our visit reaffirmed
my initial reaction. Mr. Mallon, the Vice-Principal
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in charge, showed us around to the classrooms. He
knocked on the door, entered, interrupted the teachers
in the midst of their lesson, introduced us to the
teachers, talked (often disparagingly about the students)
with the teacher and then guided us out. There was no
recognition of the
that we had barged
The overal
consistent with th
huddled in masses.
In some rooms the
to the worn floor.
been partitioned
were large spaces
fact that the students existed nor
into their classes.
l impression of the school was
e image of immigrants in worn clothes
The classrooms were overcrowded.
all-too-small desks were bolted
In other rooms, the space had
and was very crowded and noisy. There
upstairs which were completely
unused. Many windows were broke
classes the teachers were liter
down the throats of the student
for them as individuals.
We returned to M r. Mal
At that point he clarified that
evident that I could not have o
with him on my own. Furthermore
any report that she was plannin
Center would have to be approve
Mr. Mallon's opinions about bil
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, he told Wendy that
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ingual education,
chool system reflected
typical of the Depart-
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The English as a Second Language
program presented another set of difficulties. There
was no one to talk with. Up until February of this
year, the ESL program had no one person in charge
of it. The teachers in the program are responsible
to the principals in their school and not knowing
which of the principals would be amenable to my
entrance to their school I held off. After the
new project director took over, I waited for a
while to interview her so she could become familiar
with her re
with her I
project. Un
program is
and transit
I feel like
information
that this p
of the proj
could have
sponsibility. However, when I did talk
found that she was still not on top of
derstanding of the problems of ESL
hindered by its fragmentation
ional nature of the project itself. So,
I was not able to develop sufficient
on ESL, yet, at the same time, I feel
roblem is reflective of the very nature
ect at this point. I do not know how I
remedied this inadequacy.
There were two major areas of interviewing
where I felt blocked. I had little opportunity to
make contact with the teacher-aides. Those contacts
that I did make were informal,during the ocassions
when I was observing classes. I felt that they did
not understand who I was nor what I was trying to do.
Theyowere hesitatnt in responding to my questions and
in the atmosphere of the classroom I was not able to
the
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be more supportive . This blockage was overcome
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organization, present
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presentation.
I feel that the problem of making contacts
with and interviewing the members of the various
organizations in the Spanish-speaking community
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was not just a problem of lack of contacts to start
with. The organizational meetings are not open to
outsiders. The organizations themselves are instable,
and there is continuing internal stuuggles for power
which I am sure they would not be willing to expose.
who have t
un into the
The failu
zations of
rti cularly
ally hoped
pment of in
turned out,
mmunity org
e of using
.d I feel th
ried to get closer to these or
same problems as I.
re to become involved in the
the Spanish-speaking community
disappointing to me because I
to work with an organization i
formation for my thesis. Howev
I do not think that there is
anization which at this point
an outside research-oriented p
at I served a more important f
ganizations
had
n the
er,
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erson.
uncti on
in my close work with people in the system. I hope
that the information that I have developed will be
useful to them. Furthermore, while I was interviewing
I often served a intra-project communications function
and was able to tell -eople about the resources I had
developed in the course of my research.
Finally, I do not claim that this is an object
thesis. Yet, I have tried to make my feelings clear
when I did express them. The following shows the
impossibility of keeping ones feelings removed from
the research.
While I was interviewing Mr. Mallon at the
Other
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was pa
origin
devel o
as it
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English Language Center, an event took place
which describes more clearly than many theses on the
topic the agonies thich exist. While we were talking
the school secretary was talking with several women. As
the conversation developed I came to understand who the
people were. The most aggressive woman was young, perhaps
in her mid-twenties, and a social worker from the
Welfare Department. In her college Spanish she was
talking with a Puerto Rican woman, who was not much older
than I but who seemed twice my age, worn down and sobered
by poverty and struggle. The object of their conservation
was the Puerto Rican fioman'g daughter. I think her name
was Elena. I originally thought she was about 10 or 11,
but as I think back on the scene she could have been older.
The woman and her daughter were not happy about being
at the. English Language Center. They shrunk when they
were spoken to. Elena's eyes reminded me of a doe's
eyes:one quick flash, just before they dart away.
The reason why they, were there soon became
clear. The mother was on welfare. Elena was not attending
school. In order for the mother to receive welfare her
daughter would have to go to school.They were at the
Center to register Elena. The welfare worker was there
to help, and to be sure that she registered.
The secretary asked Elena a question in English.
The welfare worker translated. But, Elena did not respond.
What was it- fear, shyness" No, the answer was
obvious. Elena was born with two club feet. Where she
grew up, people did not know that club feet could be
247
corrected with an early operation, and the people
probabaly did not have the money to pay for the operation
anyway. So Elena grew up and stayed close to home.
Her parents did not expect that she would lead a normal
life. She was not sent to school, or if she was, she
did not stay long and probabaly was teased about being a
mocha . She stayed home and helped her mother care
for the younger children. The relationship between the
mother and daughter was close; they depended on one
ahother. Elena's enviornment did not demand that she
be normal and with the help of her family she had found
a niche. Then she moved to Boston and eventually
encountered the Welfare Department and its rigid
regulations. E
be no money fo
it was.n't that
is hurt. And,
to school and
and emotional
Why should the
nothing better
I didn
don't know wha
she is very mu
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r the family. It was that simple. B
simple for Elena and her mother. T
there is no place where Elena' can
receive the special physical, educa
attention she already has at home.
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human beings.
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SECTION I
RESEARCH ON BILINGUALISM
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choice--they
bilingualism may
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'J. Vernon Jensen, "Effects of Childhood Bilingualism,
II," Elementary English, Vol. XXXIX, No. 4 (April, 1962), 365.
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development, and their inaccuracy often influences
research conclusions. From a programmatic perspective,
there has been little effort to design evaluations of
the effectiveness of bilingual teaching methods. And,
finally, there has been no effort to draw together
surveys of the research which would have programmatic
implications.2
Research discussed will be limited to those
studies which are applicable to the Spanish-speaking in
Boston. Social and cultural variables influence outcome
of research. Thus, conclusions about the Mexican-Americans
in the Southwest may not be generalizable to the Puerto
Ricans in Boston. Furthermore, linguistic relationships
between one set of languages, e.g. English and Spanish,
may not be comparable to another set, e.g. English and
Chinese. The syntax, phonology and morphology of one
language will influence acquisition of another. Unfortu-
nately, the discussion will be limited to data on the
Puerto Ricans since no suitable research studies are
available on Cubans, mainland Spanish-speakers or other
Latin American groups.
2 Several authors have done surveys on the research
trying to draw out the programmatic implications. However,
these efforts are justifications of the bilingual approach,
not objective assessments of the research. See Theodore
Andersson and Mildred Boyer, Bilingual Schooling in the
United States, Vol. 1 (Washington, D.C.: Government Printing
Office, 1970), pp. 41-55; Horacio Ulibarri, "Interpretive
Studies on Bilingual Education" (March, 1969, ERIC ED 028 428),pp. 5-16.
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We will not include in this discussion research
which may well affect the education and teaching of
bilinguals, but is not explicitly related to bilingualism.
Thus, we will not include the Rosenthal studies which
demonstrate how teacher expectations will affect the
students' scholastic development: teachers who feel that
all Puerto Ricans are stupid will have a negative influence
on their language and scholastic achievement. The
omission of similar studies does not deny their validity
and applicability to the Spanish-speaking in Boston.
Their inclusion must be left for another, more extensive
essay.
The
major aspect
they relate
Boston: bil
followi
s of bi
to the
i ngual i
ng discussion will cove
lingualism and bilingua
situation of the Puerto
sm and thought processe
the four
education as
icans in
bilingualism
and academic achievement, method of introduction of a
second language, and bilingualism-biculturalism.
A. BILINGUALISM AND THOUGHT PROCESSES
The relationship between language and thought
processes is one of the major areas of concentration for
linguistic research. In the field of bilingualism,
there has been extensive discussion on the effect
bilingualism has on thought processes.
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Many of the early studies of bilinguals tried
to measure the effect of their language competency through
IQ tests. Most of the research showed that bilinguals
were inferior in intelligence to monolinguals. 3
These studies were highly biased against the bilinguals.
The children were tested in their weaker language with
culturally-biased testing tools. Therefore, the
low results attributed to the bilinguals were a function
of the testing mechanisms, not the children's
i ntel 1 i gence. Just giving the test directions in the
3Fo
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4 See C. P. Armstrong, E. M. Achiles, and M. J. Sacks,
Reactions of Puerto Rican Children in New York City to
Psychological Tests (New York: Special Committee on
Immigration and Naturalization, New York State Chamber of
Commerce, 1935); Stanley W. Caplin and Ronald A. Ruble,
"A Study of Culturally Imposed Factors on School
Achievement in Metropolitan Areas," The Journal of
Educational Research, Vol. 58, No. 1 (September, 1964),
16-21; Morton J. Keston and Carmina Jimenez, "A Study
of the Performance on English and Spanish Editions of
the Stanford-Binet Intelligence Tests by Spanish-American
Children," The Journal of Genetic Psychology, Vol. 85
(1954) 263-269; Jack Kittell, "Intelligence Test Performance
of Children from Bilingual Environments," Elementary School
Journal, Vol. 64 (November, 1963), 76-83; Ulibarri,
"Interpretive Studies."
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child's first language is enough to influence the
test results. 5
The use of more carefully developed research
tools and non-verbal testing have been used in recent
studies. The results of these tests show that bilin-
gualism does not negatively affect intelligence, if
socio-economic variables are held constant.' The
carefully designed Peal and Lambert study of bilingual
teenagers in Canada found that the bilinguals were
superior to the monolinguals on verbal and non-verbal
intelligence tests.7
5 See Armstrong, Achiles and Sacks, Reactions;
A. J. Mitchell, "The Effect of Bilingualism on the
Measurement of Intelligence," Elementary School Journal,
Vol. 38 (1937), 27-37; Anne Anastasi and Fernando A.
Cordova, "Some Effects of Bilingualism Upon the
Intelligence Test Performance of Puerto Rican Children
in New York City," Journal of Educational Psychology,
Vol. 44 (January, 1953), 1-47.
See Jensen, "Effects"; Anne Anastasi and
C. de Jesus, "Language Development and Nonverbal IQ of
Puerto Rican Preschool Children in New York City,"
Journal of Abnormal Psychology, Vol. 48 (July, 1953),
357-366; Seth Arsenian, "Bilingualism and Mental
Development," (New York: Bureau of Publications,
Teachers College, Columbia University, 1937); John
Macnamara, "Bilingualism and Thought" in Report on the
Twenty-First Annual Round Table Meeting on Linguistics
and Language Studies: Bilingualism and Language Contact:
Anthropological, Linguistic, Psychological and Sociological
Aspects, ed. by James E. Alatis (Washington, D.C.:
Georgetown University Press, 1970), pp. 25-44; W. E. Lambert,
M. Just and N. Segalowitz, "Some Cognitive Consequences
of Following the Curricula of the Early School Grades in
a Foreign Language," ibid., pp. 229-279.
7Elizabeth Peal and William E. Lambert, "The
Relation of Bilinguals to Intelligence," Psychological
Monograph General and Applied, Vol. 76, No. 546.
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Rejections of the thesis that bilingualism
negatively influences thought processes, as measured
through IQ tests, is consistent with the research in
the field of linguists in the last decade. Influenced
by the work of Jean Piaget, linguists seem to feel that
thought is essentially distinct from language and, to
the degree that there is an interrelationship, language
is dependent on thought.8 These findings run contrary
to the ubiquitous Whorf's Hypothesis. The general
interpretation of the hypothesis is: language has sub-
stantial effect on cognitive abilities,.and different
languages will produce different areas of cognitive
ability. While this hypothesis is widely debated in
linguistic circles, little evidence has been found to
support it.9
In summary, we see that- the negative relation-
ship of bilingualism on intelligence has been recently
challenged. Nevertheless, there does still seem to be
'Jean Piaget, Science of Education and the
Psychology of the Child (New York: Orion Press, 1970).
9John Macnamara, "Bi 1 i ngual i sm and Thought" in
Alatis, Report, pp. 25-27. William Mackey suggests that
Whorf's hypothesis is really two hypotheses.
"The first . . . meaning that languages slice up
reality in a different way . . . The other is
what you might call the hypothesis of determinism:
meaning that because languages do slice up things
in different ways, people speaking them are
forced to think in different ways.
in Alatis, Report, pp. 41-42.
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some residual influence of the earlier studies
suggesting the inferiority of intellectual development
of bilinguals. 0
On the asset side, it has been generally held
that the bilingual child is more creative than the
monolingual, due to his linguistic and perhaps cultural
flexibility. Research in this area is very muddled
because the concept of creativity is differently
defined by the researchers. Some studies have been
based primarily on non-verbal measures of creativity,
e.g. drawing." Some studies are more dependent on
verbal measures, e.g. story-telling. 1 2 These studies
"Recent research findings have not been
effectively disseminated to educators. We find continued
dependence on the use of standard IQ testing for assess-
ment of bilingual children in the schools. Often the
results are disastrous for the children. Bruce Gaarder
from the Office of Education reports:
"Recently in California
study made of children
who had been classified
educable, and therefore
classes . , . They made
these children and then
Spanish language test a
--competent in Spanish
47 were completely abov
which would have placed
children."
in Alatis, Report, p. 44.
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have found that there does seem to be some relation-
ship between bilingualism and creativity, expressed
verbally and non-verbally. Several studies indicate
that this creativity is manifested late, developing
by the late elementary school grades.' 3
The research results are tentative, given the
varying conceptions and measures of creativity and
general lack of validity of tools used in assessment
of creativity.
In conclusion, in the preceding section we
have. found that contrary to early research, bilingualism
is not detrimental to the intellectual development of
the child, as measured by IQ tests. And, perhaps,
bilingualism may be a positive asset for creativity.
B. BILINGUALISM AND ACADEMIC ACHIEVEMENT
Puerto Rican pupils tend to fall behind
their classmates in school. Data from the Coleman
reports compare Puerto Ricans, Blacks and Whites sampled.
13Jacobs and Purce, Bilingualism; Jensen,
"Effects"; and Landry, Bilingualism.
257
Table One ,
NEGRO
(Metropolitan
Northeast)
Grade 6
Grade 9
Grade 12
PUERTO RICAN
Grade 6"
Grade 9
Grade 12
Number of Grade Levels Behind Whites
Verbal
Abi li ty
1.6
2.4
3.3
2.7
2.9
3.6
Reading
Comprehension
1.8
2.6
2.9
Math
Achievement
2.0
2.8
5.2
2.8
3.4
4.8
James S. Coleman and Associates,
Opportunity (Washington, D.C.:
Office, 1966), pp. 274-275.
Equal Educational
Government Printing
The figures speak for themselves. Unfortunately, we cannot
deduce the respons for the low level of achievement from
the data, for the sample drawn was too small. 14
14 James Fennessey,
Non-English Speaking Homes
(ERIC ED 011 613). These f
large study carried out in
as the South End, according
City:
Exploratory Study of
Academic Performances"
ings are similar to another
chool district (not as bad
the author) in New York
CHILDREN AT GRADE LEVEL
CHILDREN Grade 3.5 Grade 8.5
Puerto Rican
Negro
Whites, others
Total percentage
at Grade Level
Source: Alan
Soci
Chi 1
Cohen, "Some Learning Disabilities
lly Disadvantaged Puerto Rican and
ren" (ERIC ED 022 818).
Source:
489
626
606
9.80%)
18.69%)
54.79%)
21 .58%
235
138
489
(13.19%)(28.99%)(52.77%)
38.77%
of
Negro
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Data from a study of New York City suggests that
in-migrants to the city have greater difficulty than
those children who were born here; Puerto Ricans have
more trouble than other groups.
Table 'Two.
MEAN IQ SCORES AND READING GRADE LEVELS OF SCHOOL
CHILDREN IN NEW YORK, IN-MIGRANTS AND INDIGENOUS
IN-MIGRANTS INDIGENOUS
MEAN IQ
SCORES 3rd Grade 6th Grade 3rd Grade 6th Grade
Puerto Rican 85.0 79.0 87.9 84.5
Negro 88.4 85.8 .91.4 90.0
Ot-her 100.4 100.7 104.4 109.9
All Pupils 88.1 86.3 95.8 100.2
READING
GRADE LEVELS
Puerto Rican 2.4 4.2 2.7 4.6
Negro 3.0 4.9 3.0 5.0
Other 3.6 6.5 4.1 7.1
All 'Pupil s 2.7 5.0 3.4 6.1
Source: Miriam L. Goldberg, "Factors Affecting Educational
Attainment in Depressed Urban Areas," in Education
of the Disadvantaged, ed. by A. Harry Passow,
Miriam Goldberg, and Abraham J. Tannebaum(New York: Holt, Rinehart and Winston, 1969),
pp. 46, 48.
Note: Use of measures dependent on verbal abilities
probably does handicap the Puerto Rican student.
However, it is also important to mention that
these are the indicators that the teachers use
to evaluate the children, and for that reason
alone have some kind of warped validity. Note
how the mean IQ scores of both Puerto Ricans
and Negroes decrease with length of time in
school.
Some researchers have pointed out that
differences between Puerto Ricans and other chi
are manifest in some areas more than in others.
Differences tend to be less significant in the
non-verbal subjects such as mathematics.1 5
Explanations for the manifestation of 1
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'Ulibarri, "Interpretive Studies"; Natalie
Darcy, "Performance of Bilingual Children on Verbal and
on Non-language Tests of Intelligence," Journal of
Education Research, Vol. XLV, No. 7 (March, 1952),
499-506; Jacobs and Purce, "Bilingualism"; Hilda P. Lewis
and Edward R. Lewis, "Written Language of Sixth Grade
Children of Low Socio-Economic Backgrounds," Journal of
Experimental Education, Vol. 33, No. 3 (Spring, 1965)
pp.. 237-241.
1 6 Joshua Fishman, "Bilingualism, Intelligence
and Learning Language," Modern Language Journal,
Vol. 49, No. 4 (April, 1965), pp. 227 -2 37 .
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linguistic bifurcation may develop, when one language
is used in a particular setting (e.g. the home) and
another used elsewhere (e.g. the school). The major
problem of bifurcation is the contextual restriction in
1anguage learning.' 7
2. Bilingualism and learning disabilities.
Recent reports have shown that there are learning
di sabi 1 i ties
therapeutic t
that these di
bilingualism,
environment i
3. T
research has
low academic
nature of the
which they ar
in-depth inte
in some Puerto Rican bilinguals which need
reatment.' 8 However, it has been suggested
sabilities are not a function of the
but rather of the low socio-economic
n which the Puerto Rican children were living.
he educational program. The most recent
shifted away from blaming the pupils for
achievement and is now focusing on the
educational programs and personnel to
e subjected. A psychiatrist carried out
rviews with 45 Puerto Rican families to
ascertain
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the home environ-
school programs
1 7 Anastasi and Cordova, "Some Effects"; Anastasi
and de Jesus, "Language Development."
18 Cohen, "Some Disabilities."
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which were not designed to specifically meet the needs
of the low-status Puerto Rican children were the major
factor in the children's difficulties.19 Cohen finds
that the learning disabilities which were present in
some of the Puerto Rican children were overlooked by
the school personnel who were trying to teach the lower
class Puerto Rican children as if they were middle class
Angl os. 2
the
The
iden
1 ow
moti
of a
lo
sp
ti
ac
va
cc
achi ev
Rican
Some researchers have blamed the schools for
w academic achievement of the Puerto Ricans.
ecifics of the failure of the schools have not
fied. Other possible factors for the comparat
hievement have not been studied. These might
tion, personality factors, degree of fluency,
ulturation, and family environment.
In conclusion, the objective measure of acad
ement (age: grade level) indicates that Puert
pupils are not able to keep up with their clas
been
vely
ncl ude
eve 1
emi c
0
smates.
Research has
between the P
variables uns
not adequately delved into this
uerto Rican and others;
tudied.
disparity
there are many
1 9Alexander Thomas, "Retardation in Intellectual
Development of Lower Class Puerto Rican Children in New
York City," (ERIC ED 034 370); also see Bruce A. Gaarder,
"Organization of the Bilingual School," Journal of Social
Issues, Vol. XXIII, No. 2 (April, 1967), 110-120.
2 0 Cohen, "Some Disabilities."
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C. METHOD OF INTRODUCTION OF THE SECOND LANGUAGE
How
introduced?
the goal sh
maintain th
English sho
and gradual
language.
1) these tw
prevent the
2) a child
better if h
of his firs
0
a
u
1
T
0
w
e
t
and when should the second language be
Contemporary educators seem to agree that
uld be fluency in both languages. Most
t the child whose mother tongue is not
ld be taught initially in the mother tongue,
y he should be introduced to the second
his position is held for two reasons:
-separate steps toward bilingualism will
loss or erosion of the first language, and
ill learn the second language faster and
has developed a firm grasp of the workings
language."
There are two studies which are repeatedly
referred to in the discussion of introduction of the
second language. These are 1) Modiano's research with
three Indian groups in Chaipas, Mexico; 2 2 and 2) the
practical experience with the education of the Peruvian
2 1 This position seems to have become an "idea
in good standing" with the pronouncement made by a group
of international educators. They said, "It is axiomatic
that the best medium for teaching a child is his mother
tongue." (UNESCO, The Use of Vernacular Languages in
Education, cited in Andersson and Boyer, Bilingual
Schooling, p. 44.)
2 2Nancy Modiano, "National or Mother language
in Beginning Reading: A Comparative Study," Research in
the Teaching of English, Vol. I, No. 2 (Spring, 1968),
23-43.
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2 3 Alan C. Wares, comp., Bibliography of the
Summer Institute of Linguistics, 1935-1968 (Santa Ana,
California: Summer Institute of Linguistics, 1968).
2 4 Lambert, Just, and Segalowitz, "Cognitive
Consequences" in Alatis, Report.
by the Summer Institute of Linguistics.2 3 Bot
show that initial schooling in the mother tong
er than in the second language.
There are two recent studies which challenge
viously described approach to second language
tion. Lambert, Just and Segalowitz have run a
r study of English-speaking and French-speaking
n children. The English-speaking children were
264
However, we must be cautious in generalizing
the findings of the Lambert, et al. study to the
education of Puerto Ricans in Boston. As one observer
notes:
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There is one study with similar results which
looks at the Puerto Rican child. The producers of
Sesame Street have done extensive studies of their
viewers to measure the program's impact. In one large
sample drawn, there were 43 Spanish-speaking children.
While the sample is not statistically large enough, and
few of the Spanish-speaking children watch the program
regularly, the results for the children who did watch
are very interesting.
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Q4 [viewed more than five times a week] in the
rest of the study. In the letters test, the Q4
Spanish-speaking children started lowest at
pretest and highest at post-test. Other letters
subtests and tests of numbers, scoring
terms and classification showed the same
phenomenon: a low start with subsequent very
high gains for the children who viewed the most. 26
language did not prevent the children from learning
nglish. Furthermore, for undetermined reasons the
dren who were regular viewers learned more than
of their English-speaking counterparts.
In short, we find contradictory evidence on the
tion of when the child should be introduced to the
nd language. This issue becomes even more confusin
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'Gerry Ann Bogatz and Samuel Ball,
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Education, Vol. 7, No. 3 (April, 1971), 15.
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Several researchers have demonstrated the
success of second language introduction with very young
children, about 2- to 3-year ol ds. 2 8  Evan-Tripp
delineates the difference. She maintains it is
preferable to introduce the child to the second language
at an early age, say by 3 years. -There will be considerable
ease in learning the language without detrimental effects
on the first language. Phonological development will be
particularly easy at this age. On the other hand,
From a standpoint of efficiency, there is another
kind of consideration, which is that an older
child has a very highly developed semantic system.
To the extent that most of this system consists
of semantic universals, he has an apparatus
available for very rapidly learning a tremendously
complex semantic system in the second language
which he.does not have as a young child. 29
Phonetic development will be more difficult for the
older child.
There is in the research a general assumption that
there is an upper limit for easy language acquisition.
Support for this assumption comes from the work of
neurologist Dr. Penfield. He reports "the speech areas
28 See ibid.; Evan-Tripp, "Structure," in Alatis,
Report, p. 345; Andersson and Boyer, Bilingual Schooling,
p. 46.
2 9Evan-Tripp, "Structure," in Alatis, Report,
p. 345. This transferral of language development
also seems to be a key of the Lambert, Just and
Segalowitz research.
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of the brain began to lose their sensitivity after a
child reached the age of 10 and were 'senescent' by the
age of 14."3o If this is true, then second language
acquisition will be difficult for the teenager and the
adult.
The language which will compose the bilingual
set should be probably considered when determining
when the second language should be introduced. For
example, Spanish is easier to learn initially than
English, primarily because of its simple phonetic
structure. In an extensive study of island Puerto
Ricans, given the identical school material in their
native tongue, the Spanish-speakers were more advanced
than the English-speakers at all elementary grade levels. 3'
Thus, if the Spanish language is the mother tongue, we
could expect that firm grasp of the language is acquired
earlier than for the English speaker. Therefore,
introduction of the second language could begin earlier
than eight years of age.
s"Quoted in Jensen, "Effects," p. 362.
3 1International Institute of Teachers College,
Columbia University, A Survey of the Public Education
System of Porto Rico (New York: Teachers College, Columbia
University, 1926).
The irony of the situation is inescapable. The
Puerto Rican child has an advantage over the English speaking
child in terms of his phonetically simple language, and
hence he can-learn more rapidly in the elementary school
years. However, the situation as it exists on the mainland
requires that the Puerto Rican child learn English to
function. in the schools. Having the burden of learning the
second language gives the Puerto Rican an academic
disadvantage in comparison with his classmates.
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3 5 Ulibarri, "Interpretive Studies"; Horacio Ulibarri,
"The Effect of Cultural Differences in Education of
Spanish-Americans" (Ph.D. dissertation, College of Education,
University of New Mexico, 1958); Elam, "Acculturation";
Ada Stambler, "A Study of Eighth Grade Puerto Rican
Students at Junior HIgh School 65, Manhattan, with
Implications for their Placement, Grouping and Orientation,"
National Association of Secondary School Principals
Bulletin, Vol. 46 (January, 1962), 298-299.
3 Bucchioni, "A Sociological Analysis of the
Functioning of Elementary Education for Puerto Rican Children
in the New York Public Schools" (Ph.D. dissertation,
Columbia University, 1965); Robert Marks Willis, "An Analysis
of the A.djustment and Scholastic Achievement of Forty Puerto
Rican Boys who Attended Transition Classes in New York City"
(Ph.D. dissertation, Columbia University, 1961).
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alienation of the children coming from non-English
speaking homes into American schools. 3 7 There is the
initial effect of the difference between the home and
the school which is difficult for the child. The impact
of diminished sense of self-worth as a result of ethnic
status and problems with English has been found in
young school-age children. By high school
self-acceptance is reported to be more negative for
Puerto Ricans than for a comparable group of Black
students. At the same time, the students' relationships
3 7For the best compendium of such
Francesco Cordasco and Eugene Bucchioni,
Children in Mainland Schools (Metuchen, N
Scarecrow Press, 1968). Also, Francesco
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Group Achievement," in The Urban R's: Race Relations as
the Problem in Urban Education, ed. by Robert Dentler,
Mernard Mackler, and Mary Warshauer (New York:
Frederick A. Praeger, 1967), pp. 78-98; Dorothy
Schaefer, "Prejudice in Negro and Puerto Rican Adolescents,"
in Dentler, Mackler and Warshauer, Urban R's, pp. 117-125.
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with their families has weakened. Berkowitz reports
that 69% of Puerto Rican junior high. school pupils as
compared with 45.6% of non-Puerto Rican pupils whom he
interviewed said they could not find much understanding
at home. 4 0
Many researchers have assumed that there is a
relationship between the degree of adjustment and the
shade of the color of skin. This hypothesis states:
the darker the skin of the Puerto Rican, the more likely
he will maintain Spanish and his Puerto Rican culture.
One study was designed to examine this hypothesis and
found that skin color is not a variable. It suggests
that the degrees of verbal and behavioral acculturation
are variable in the maintenance of Spanish language
and culture.4 1
In the schools the Puerto Rican children may
come into contact with children of other races. Only
a few researchers have looked at the effect of
integration. Jessup found that low status Negro and
Puerto Rican children in segregated classrooms showed
a decline in achievement levels between second and fifth
4 0Elaine Berkowitz, "Family Attitudes and
Practices of Puerto Rican and non-Puerto Rican Pupils,"
Highpoints, Vol. XLIII, No. 3 (March, 1969), pp. 25-34.
41Susana Bouquet, "Acculturation of Puerto
Rican Children in New York and Attitudes toward Negroes
and Whites" (unpublished Ph.D. dissertation, Columbia
University, 1961).
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grades in spite of a distinctly superior program as
compared with control groups in integrated classrooms.42
Despite integrated programs, social relations
between Black and Puerto Rican pupils are characterized
by lack of mutual understanding and often antipathy. 3
These observations contradict the more generally accepted
position among educators, which have been supported by
the Peal and Lambert study. (They found the French-English
bilinguals were more likely to feel favorable toward
members of their second language group than monolinguals
in either language felt. Thus French monolinguals felt
less favorable toward English monolinguals, and vice
versa, than bilinguals felt toward either. Peal and
Lambert also found a halo effect operant: the bilinguals
believed their parents to be more tolerant of the second
language groups than monolinguals did.) 4 4
There were no studies which discussed integration
of Puerto Ricans with whites.
4 2 Jessup, "School Integration."
4 3Schaefer, "Prejudice in Adolescents";
Shirley Jenkins, "Intergroup Empathy: An Exploratory
Study of Negro and Puerto Rican Groups in New York
City" (Unpublished Ph.D. dissertation, New York University,
1957).
"Peal and Lambert, "Intelligence."
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Finally, some researchers have blamed the poor academic
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performance of the Puerto Ricans on the poorly designed,
inappropriate programs and teaching methods. Relevant
teaching methods need to be developed for the Puerto
Rican children.
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3. It is unclear from the research
her the schools should teach in the native
, and then make the transition to the .
e, or teach from the beginning in the second
o, the timing for the introduction of the
e is unclear. Thus, a variety of approaches
loped and compared.
4. The whole area of bilingualism and
has been little studied. It seems that
perform better in school if the school
to reflect the social-cultural environment
of his home. Thus, ways should be developed to make the
schools similar to the home setting for the Puerto
Ricans. The schools can play a crucial role in the
transition from the home to the school. Teachers
should be sensitized and helped to understand the
effects that different backgrounds will have on the
pupil's performance. Guidance and program development
relevant to the child should be developed to help the
child overcome negative self-image, which is a result of
the ethnic status. It is unclear what the role of
integration and segregation of the classroom plays in academic
performance and human growth of the Puerto Rican children.
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There are extensive research needs in the field
of bilingualism and bilingual education. Overall, the
studies should be designed and administered more
carefully. Terms need to be defined. Subjects need
to be more carefully described in terms of linguistic de-
velopment in both languages, level of acculturation,
socio-economic status, motivation, and many other
characteristics. From a programmatic perspective, more
research should be developed which would provide guidance
in the planning and development of bilingual education.
Research areas which need to be studied
follow:
1. The reasons for the low academic
performance of the Puerto Rican children in the schools.
Many aspects should be investigated, including
handicaps from having to function in the second language,
presence of learning disabilities, and program design.
2. The whole area of when and how to
introduce second language instruction needs to be
systematically studied with comparisons made of experimental
and control groups developed around various approaches to
the introduction of a second language.
3. The area of social-cultural variables
which influence education and growth should be studied.
Particularly the aspects of the Puerto Rican household
which could be translated to the schools to make the
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learning environment most supportive to the Puerto Rican
child. The question of integrated and segregated classes,
their effect on learning and social interaction, should
be considered.
In summary, the methodology of bilingual education
is not based on sound research. Some studies show
conflicting evidence. Thus, educational planners should
not be inflexible, should not settle for one approach.
Various approaches should be tried and compared.
Research, especially programmatic research, should be
encouraged and supported.
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SECTION II
EVALUATIONS OF BOSTON PROJECTS
FOR THE SPANISH-SPEAKING
Evaluations are a form of research, designed to
assess the progress of the individual, class or program.
Thus, many of the inadequacies found in the previous
section will be encountered in any evaluation effort
and will necessarily limit the findings.
I will briefly describe the evaluations which
have been made of the programs being offered for the
Spanish-speaking in Boston. I will evaluate the
techniques used and present a brief summary of the
findings. Drawing from this discussion I will try to
formulate some policy implications.
A. DESCRIPTION OF EVALUATIONS
There have been four evaluations co
projects for the Spanish-speaking.
1. English as a Second Lan
1968-1969, conducted by Heuristics, Inc.
a. Methodology. T
design was based on a questionnaire adminis
and homeroom teachers who had ESL students.
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Both sets of teachers reported considerable growth in
listening and speaking skills, and the homeroom teachers
reported improvement in reading and writing skills.'
2. English as a Second Language program,
1969-1970, conducted by Heuristics, Inc.
a. Methodology. The ESL teachers
were asked to rank order a set of statements about the
program. A sample of ESL classrooms were observed. The
amount of talking done by the teachers and students was
tabulated and notes on instructional techniques were taken
and efforts were made to compare them.
'Heuristics, Inc., "An Evaluation of the English
As a Second Language Program of the Boston Public Schools,
1968-1969" (Dedham, Massachusetts: August, 1969, Mimeographed).
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Students from some of the schools with ESL were
tested for aural and oral competence by use of the Lado
Test of Aural Comprehension and the Sentence Production
Test. In an effort to make the students feel at ease
in the test situation, the evaluators asked them for
their opinions about school and the program.
Individuals from five local agencies were ques-
tioned about their impressions of the ESL programs.
b. Findings. As with the
previous evaluation, there was reported by the teachers,
as supported by the classroom observatio.ns, a general
lack of definition or goals of the program and clearly
developed instructional methods. Half the teachers favored
the bilingual approach and the majority did not feel that
the pull-out method was embarrassing to the students.
The students reported that they liked the program
and school. They said that they felt that they were
learning English. The individuals in the community were
critical of the program, citing the detrimental effects
of the pull-out program, poor facilities, and lack of
development of an ESL instructional approach.
The evaluators reported development in oral and
aural comprehension. Development of aural competency was
demonstrated in the new students who had been in the
program for less than six months; development of oral
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competency was demonstrated in students who had
in the program more than six months. 2
3. Bilingual Education program,
1969-1970, conducted by Heuristics, Inc.
a. Methodology. This
evaluation is by far the most thorough evaluati
has been conducted. A wide variety of evaluati
techniques was employed.
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2 Heuristics, Inc., "An Evaluation of the English
As a Second Language Program of the Boston Public Schools,
1969-1970" (Dedham, Massachusetts: August, 1970, Mimeographed).
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Increase in parental and community interest in
the program was measured by the nature and frequency o
contacts between parents and the teaching staff.
The interchange between the teachers and the
project director and the impact of the program as a
model for other bilingual programs were briefly
described. No measures for evaluation of the success
of these interactions were attempted.
b. Findings. The teachers'
records showed a generally positive attitude toward th
program by the students. While the abse.nteeism was
greater than described by the teachers, it was low for
urban schools.
f
e
Significant gains in reading Spanish were found
in most of the classes. The evaluators were not able
to explain why certain classes did not show gain. The
evaluators found high scores in the oral comprehension
tests in English, actually to such an extent as to make
them question the applicability of the test utilized,
especially for the most advanced classes.
No data was developed on proficiency in English
speaking ability and no comparisons were made with the
arithmetic tests to the national norms.
The attempt to tabulate the frequency
of teacher-parent interactions yielded little
and
info
content
rmati on
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on the increase of parental and community interest in
the program since the majority of the contacts were made
by the school personnel.3
4. Educational Development Center
training program for the Bilingual Clusters staff,
1970, conducted by Marvin G. Cline and John F. Joyce.
a. Methodology. In-depth
interviews of the teacher-in-charge, teachers and
teacher-aides were conducted to find out their needs,
problems, and evaluation of the EDC training program.
b. Findings. T.he EDC emphasis
on the training program on the "open classroom" style
of teaching with inductive problem-solving materials
and less authoritative role for the teacher was supported
by the Anglo teachers and little understood by the Latin
staff.- This difference in fundamental conceptions of
what is the best approach to education of the Spanish-
speaking was clearly described in analysis of the interviews.'
B. PROBLEMS AND LIMITATIONS OF EVALUATIONS
These four evaluations demonstrate many of the
problems which are inherent in any evaluation effort of
3 Heuristics, Inc., "An Evaluation of the Title VII
Bilingual Education Project of the Boston Public Schools,
1969-1970" (Dedham, Massachusetts: August, 1970, Mimeographed).
'Marvin G. Cline and John F. Joyce, "An Evaluation
of the EDC Role in the Bilingual Transitional Clusters of
the Boston Public Schools" (Educational Development Center,
January, 1971, Mimeographed).
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bilingual programs. We can see an evolution of techniques
uti 1 i zed by the Heuristics evaluators over time, with a
growing degree of sophistication.
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experience. Clearly such a comparison between a
Spanish-speaking student and an English-speaking
student is not valid. Only in a limited scope should
these tests be used, testing the development of a group
over time.
There was no effort made to look at bilingualism
per se. The individual
measure and describe the
based on such characteri
ference or bifurcation.
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ifficulty in the evaluations
assessment of relationships between groups
such as the classroom student-teacher, the
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staff-director; inter-staff; and project-community.
Cline and Joyce effectively used in-depth open-ended
interviews. From the information gathered, they were
able to describe the nature of the strains in the
relationships within the staff and how they affect
the project operations.
The most recent trend in evaluations is the
measurement of data which will assess the attainment
of the stated performance objectives. (This is the
framework for the Title VII evaluation.) There are
problems with this approach. First, the evaluator is
dependent on these objectives as guides for the
evaluation. Also, the staff are unaccustomed to stating
such objectives and recording responses to them.
The entire professional staff was pre-tested, using
the Instructional Objective Preference Check List.
These data indicated that with the exception of the
project director, who scored very high, all full-time
staff members were untrained in the preparation and
use of behavioral objectives. 5
The staff is somewhat reluctant to use performance
obejctives in teaching because their utility is unclear
and given all the time demands on them, low in priority.
Performance objectives tend to be concrete, measurable,
specific, easily identifiable, cognitive outcomes of
teaching. Focusing on these components of education makes
5 Heuristics, Inc., "Evaluation of Title VII," p. 75.
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evaluation easy, but is also limited to those features.
The less identifiable, more general, affective outcomes
are usually not included.
The project evaluators are working under very
difficult circumstances. Though they are supposed to
develop data, they can not control events which might
influence the data. Thus, after collection of the data,
they may not be able to understand what caused changes
and differences. For example, in the Title VII project,
the conclusion of the Prueba de Lectura test was
It is difficult to interpret these data since it
may have been either teacher, pupil, or instructional
variables operating to cause one class to improve
significantly while the others did not. 6
The evaluators for the federally funded projects
are in a difficult situation. The Elementary and Secondary
Education Act requires evaluations to be made of the
projects which are funded. At the same time, there is
little Office of Education support for such evaluation.
The local educational evaluator made efforts to develop
a nation-wide exchange of information on the evaluation
techniques being used in Title VII projects. This attempt
was frustrated by the Bilingual Office.'
Ibid., p. 53.
'Interview with Robert Consalvo, Educational
Evaluator, Heuristics, Inc., 8 December 1970.
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The contracts for evaluation of the federally
funded projects must go through the City Council. The
earliest that one of these contracts has been negotiated
was in January. Thus the evaluators can not make any
assessment of the development of academic achievement
of the project since no base line'data is gathered at
the beginning of the school year. And, since comparison
with national norms is invalid, the evaluators are
severely curtailed in what they can do.
Finally, there seems to be a lack of concern and
support for evaluation efforts by the teachers involved.
Cline worked with the teachers and aides in the Clusters
to develop an assessment chart to be used by the teachers.
He got little cooperation, and though the tool was
developed it has not been utilized.'
There is another fundamental problem with the
evaluation effort. It is unclear who is to be served
by the evaluation. Since the Office of Education requires
and funds the projects and uses them in their review and
funding decisions, it seems that the evaluations are
really for the federal government, not the local level.
This orientation to the Office of Education is
compounded by the method of releasing evaluation informa-
tion. The data is collected and analyzed at the end of
'Interview with Marvin G. Cline, 29 April 1971.
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the school year. A report is written and printed. By
the time the report reaches the hands of the project
supervisor it is well into the following year and the
evaluation serves to be little more than a history.
It is too late for the information obtained to be used
in program planning and development. Cline has developed
a method for evaluation which gives the staff initial
feedback in May, providing the staff with time to react,
plan and prepare for the coming year."
C. CONCLUSION
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However, there should be a reconsideration of the
teaching methodology for at least half the teachers
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Emphasis of
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rected primarily at the funding
these efforts should be on the
b. Development of a new approach
which would focus on providing information to the
project personnel for programming and planning. The
progress of the individual students as well as the whole
class and project should be monitored. This kind of
evaluation needs to be readily accessible to the teachers
and staff of the program. Mechanisms need to be developed
to provide continuing assessment and information.
3. Appropriate tools are needed for
evaluation of educational programs for bilinguals. The
school system and the various projects should cooperate
with the evaluators in the pre-testing and development
of such tools. Areas of affective growth and inter-
personal relations are fundamental to education and are
the most difficult to develop evaluation mechanisms for.
Staff personnel can be particularly helpful in suggesting
ways to evaluate these areas.
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In summary, the evaluators can not be helpful
until the programs clearly describe their goals and
the ways they plan to meet those goals. Then the
evaluators can begin to develop techniques to assess
the attainment of the stated goals, and evaluate the
methods which were used. It is only within a context
of statement of objectives that evaluation efforts
can prove useful.
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SECTION III
DATA ON THE EDUCATIONAL NEEDS AND
PROBLEMS OF THE SPANISH-SPEAKING
IN BOSTON
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Another problem is that the school system has
been reluctant to keep separate records on minority
groups. (Somehow keeping such records is implicitly
discriminatory, and to be avoided at all costs.) In
the past couple of years, this reluctance has been
overcome by the need to conform to the guidelines for
federally-supported education programs. However, the
pupils' grades and test scores are still not available
by minority group. 2
Finally, the school system only maintains a
census of the children in school. By Massachusetts State
Law the system is required to take a census of all
school-aged children in and out of school. The Boston
School Department has not complied.
At another level, the data on the children being
served by the special programs for the Spanish-speaking
is not systematically compiled. Only when the U. S.
Commission on Civil Rights recently held a hearing to
investigate possible discrimination against Puerto Ricans
was there an effort to bring together data on Puerto
2 Such information would probably not be helpful
anyway since in the last three years six different
standardized tests have been used system-wide. No
analysis of change over time could be made. Joseph
Cronin, Organizing an Urban School System for Diversity
(Boston: Massachusetts Advisory Council on Education,
1970), p. 36.
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Those involved in program administration seem
to lack information fundamental to decision-making
and planning. After almost a full year as head of the
Department of Bilingual Education, Mr. Botelho did not
know or have information available on per-pupil
expenditures nor student composition of the various
programs; no analysis of cost effectiveness could even
have been considered.' The Director *of the English as
a Second Language program had no idea of the total cost
of the program she was administering.'
There has been no concerted effort to compile
and analyze the data which has been developed on the
Spanish-speaking by individuals and groups outside the
school system. I will try to do this. First I will
briefly describe some of the primary studies which include
information relevant to schooling and educational issues.
3William H. Ohrenberger, "Statement Before the
Advisory Committee to the U. S. Commission on Civil Rights,"
12 May 1971, Mimeographed.
'Interview with Jeremiah Botelho, 21 May 1971.
sInterview with Ana Marie Diamond, 26 May 1971.
For a discussion on the problems of financial coordination,
see page 82.
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Then I will extract the relevant data and summarize and
compare the findings.
A. PRIMARY STUDIES
1. The Boston Redevelopment Authority study of
500 families to be relocated by urban renewal in the
South End. 18% of the families were Puerto Ricans.
This information was not developed to be representative
of the Puerto Rican population in the South End; it was
developed to assess the needs of the population which
was to be relocated. -
2. "Puerto Ricans in Transition." 49 Puerto
Rican families in the South End were interviewed for
this undergraduate honors thesis written by Manuel
Teurel. While the families were not drawn systematically,
Teurel does believe that the data is representative.
3. The Child Population Census. Conducted by a
group in the South End fighting the Racial Imbalance Plans
for the area, this survey is limited only to a census
of school-aged children.'
6Boston Redevelopment Authority, "Residents of the
South End Urban Renewal Project," June, 1967, Mimeographed.
7 Manuel Teurel, "Puerto Ricans in Transition,"
Undergraduate Honors Thesis, Harvard University, March 1969.
8Ad Hoc Committee for New South End Schools,
"Child Population Census of Boston's 'South End': Summary
Report" (Joint Center for Urban Studies of Massachusetts
Institute of Technology and Harvard University, October,
1968), Mimeographed.
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4. The Migrant Summer Project. The Massachusetts
Department of Education and the Association for the
Protection of the Constitutional Rights of the
Spanish-speaking (APCROSS) sponsored a study to obtain
as much information -as possible on the Spanish-speaking
population in Boston. However, only residents of the
South End were interviewed; of 261 only one was Cuban.'
5. Nancy Cynamon conducted a survey of 24
families in conjunction with the development of the
proposal for the Blackstone School. The respondents
were Puerto Rican. 1 0
6. Educational Planning Center survey of the
South End for the Blackstone School proposal. One
hundred sixty people were interviewed, an undetermined
number of whom were Spanish-speaking.1 1
7. The Spanish-speaking project. The Action
for Boston Community Development sponsored a study of
the Spanish-speaking in Boston which was conducted by
Dr. David Smith at Boston College. A well-constructed
9 Delia Vorhauer, "A Profile of Boston's Spanish-
speaking Community" (ABCD, August, 1969) Mimeographed.
"Emergency Tenants Council, "Emergency Tenants
Council Blackstone School Interviews" (August 1969),
Mimeographed.
"Boston Public Schools, Educational Planning
Center, "Appendix A, Appendage to Summer Survey," n.d.,
Mimeographed.
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in the Educational Development Center's compilation of
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Cross tabulation analysis indicated that there is a
positive correlation between the country of childhood
and attendance in the schools. The mainland and Puerto
Rican children attend school significantly less than
other Latin Americans. (See Table Forty-six, Appendix B.)
Previous estimates which have been cited were drawn from
the Puerto Ricans so some difference is explicable.
In conclusion, there is a large number of
Spanish-speaking school-aged children who are not attending
1 8 Ibid., p. 17.
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school. The exact number is unclear, the estimates
range from 29% to 63%. It is evident that the most
repeated figures (those from the OPS, EDC and Task Force
reports) have not been carefully developed and yet they
have been repeated enough times to become widely
respected and treated as if they were legitimate.
C. OTHER INFORMATION ON EDUCATION AND SCHOOLING
The studies which have been made do include some
additional information relevant to educational planning
for the Spanish-speaking. The ABCD-B.C study found that
despite the high truancy rates in the Spanish-speaking
population, at least half of the population feels that
the schools are doing little or nothing. There is a
significant correlation between a positive assessment
of the schools and having been visited. by Spanish-speaking
(but not English-speaking) school personnel. (See Tables
Forty-one and Forty-two, Appendix B.)19
"These figures can be roughly compared with those
developed for the Cronin Report.
Parental Rating of Quality of Education
in the Boston Public Schools
Very Good 16.9%
Good 39.8%
Fair 27.5%
. Poor 9.1%
Don't Know 6.7%
It would seem that the Spanis-h-speakers' estimate of the
school system is lower than the overall population's estimate.
(Cronin, Organizing for Diversity, p. 16.)
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Bilingual teachers were requested the most often.22 The
EPC and ETC surveys showed that the vast majority of the
respondents wanted the schools to provide hot lunches
for the children. 2 3
Only in one survey was the integration-segregation
issue brought up. In the ETC survey of 24 families, half
the respondents felt that the schools should be just
Puerto Rican schools so that there could be sensitive
teachers responsive to the needs of the Puerto Rican
children. The other half preferred integrated schools
so that the Puerto Rican children would be able to break
down their isolation from the larger community. 2 4
Little information has been developed on the
desirability of parental and community participation in
the schools. The EPC study found that 60.9% of the
respondents were interested in greater community involve-
ment. 2 s The ETC survey also found interest in parental
participation. The suggested areas for this involve-
ment were 1) teaching carpentry, cooking and sewing;
2) bringing children to schools; 3) helping with the
distribution of materials in class, and 4) assisting
"Appendi
"Appendi
2 2 Vorhauer, "Profile," p. 17.
2 3 Boston Public Schools, Educational Planning Center,
x A"; and Emergency Tenants Council, "Blackstone."
2 4Emergency Tenants Council, "Blackstone."
2 sBoston Public Schools, Educational Planning Center,
x A."
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teachers. The interviewees also felt that there should
be monthly parent-teacher meetings in Spanish. 2 6
The ABCD-BC data suggests that there is little
likelihood of the Spanish-speaking community developing
a community-wide organization around school and education
issues. There is a belief that the community can be
organized and generally wide-held feeling that the
Spanish-speaking should organize. However, such an
organization can best be developed around the general
problems faced by all the Spanish-speaking in Boston,
not on one specific issue such as education and the
schools.(Tables Seventy-three through Seventy-nine,Appendix B.)
D. ADULT EDUCATION AND PRE-SCHOOL PROGRAMS
Throughout the s.tudies which have been made on
the Spanish-speaking population there is seen a need and
interest in adult education classes, particularly
English classes. There is a generally low level of
educational achievement in the Spanish-speaking population.
1. The BRA study of relocatees found
that 52% of the Puerto Ricans had less than a sixty-grade
education. (This compares with 15% of the Negroes,
20% of the Whites, and no Chinese.) 2 7
2 6 Emergency Tenants Council, "Blackstone."
2 7 Boston Redevelopment Authority, "Residents," p. 18.
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2. Teurel's study of the South End
found that 39% had less than a sixth-grade education
and only 14% had completed high school. The women had
an appreciably lower level of education.28
3. The Summer Migrant data shows 69%
of the 438 respondents had not completed seventh grade.
The women were lower.2 9
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Tables Sixteen through Twenty, Appendix B.) There is
also a considerable overlap between the people interested
in taking English classes and those interested in taking
Spanish classes. (See Table Twenty-one, Appendix B.)
Interest in taking English classes relates
positively with a number of variables. These include
length of time in the States, visits with non-Spanish
speaking neighbors, exposure to television (but not
radio), and concept of amount in common with the Spanish-
speaking community. (See Tables Twenty-five through
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Twenty-eight and Table Thirty-five, Appendix B.) This
interest does not relate to income level of the
respondent, to perceptions about need for education, nor
to interest in homeland activities. (See Tables
Twenty-nine and Thirty-two, Appendix B.)
The data did not provide sufficient information
as to the kind of classes which would be preferred by
the population. It does seem that incentives such as
stipends, transportation and day-care costs are important.
Night classes seem preferable. (See Tables Thirty-seven
through Forty-one, Appendix B.)
There has been little discussion about pre-school
education for the Spanish-speaking children. The Clusters
proposal quoted Sister Francis Georgia's findings that
out of 1170 Head Start pupils, only 50 were Spanish-
speaking. 3 2 The BRA study found a comparatively high
percentage of Puerto Ricans had pre-school-aged children,
42% as compared with 13% for the Negroes, 6% for the
Whites and no Chinese. Of those families with pre-schoolers,
35.1% of the Puerto Ricans, 34.9% of the Negroes, and 60% of
the Whites had their children enrolled in a pre-school
program. The Negroes expressed the greatest interest in
enrolling their children in a pre-school program. 74.4% of
the Negroes as compared with 54.1% of the Puerto Ricans
3 2 Walter, "Proposal," p. 14.
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and 20% of the Whites expressed an interest in a
pre-school program. 3 3
The ABCD-BC study documents less involvement in
the pre-school programs for the Spanish-speaking. Of
those who had children, 16.2% of the families had children
registered in a pre-school program. 4 The propensity
to send children to pre-school programs does not relate
with a positive evaluation of the efforts of the Boston
School System's efforts for the Spanish-speaking. (See
Table Forty-seven, Appendix B.)
The women interviewees of the ABCD-BC study
were aske
centers.
and 13.6%
schools a
influence
day-care
d if they would send their ch
43.9% responded positively;
were uncertain. Again, the
re helping the Spanish-speaki
women's willingness to send
centers. (See Table Forty-ei
ildren to day-ca
42.4% negatively
belief that the
ng does not
their children t
ght, Appendix B.
3 3 Boston Redevelopment Authority, "Residents,"
3 1It is uncertain whether this
all but those who had pre-school-aged
who had children,. regardless of age.
question excluded
children or those
82.6% of the total
respondents answered the question; it is hard to believe
that this percentage of all Spanish-speaking families
have pre-school-aged children.'
p. 15.
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E. CONCLUSION
The information which has been developed about
the Spanish-speaking in Boston is spotty and with the
exception of the ABCD-BC study, not representative of
the total population. However, there is enough consistency
within the discussion to present some tentative policy
recommendations.
1. There is definitely a need for the
school system or another agency to conduct a careful
census of school-aged children, in and out of school.
This is the only way to finally settle the question of
the number of children out of school.
2. Whatever the exact number of Spanish-
speaking school-aged children, it is safe to say that
there are a considerable number of Spanish-speaking
children out of school. Employment of attendance officers
to force them into the classrooms will be counterproductive.
There is a need for a sensitive study of the children who
are out of school to determine the reasons why they are
not attending and recommend ways the programs can be
improved to respond to their needs.
3. There is a need to develop programs
for the Spanish-speaking so that they do not fall behind
their appropriate grade levels, become discouraged and
eventually drop out.
312
4. If the school system continues with
its present orientation toward expansion of the
bilingual approach to education of the Spanish-speaking
children, there will be a need for the system to explain
to the community why this approach is taken, since at
present the community is in favor of English-dominant
classes. There should be consideration of other methods
of instruction which would conform to the community's
preference of English-dominant classes, at least as an
alternative to the bilingual approach.
5. More bilingual teachers and hot
lunches have been requested.
6. There is a widespread need and demand
for adult education classes. These classes should include
a wide variety of levels. Of particular interest are
English and Spanish classes.
7. Some of the Spanish-speaking are
interested in day-care facilities and pre-school programs.
Such programs should be developed to meet their special
needs.
There is a wide variety of informational needs
which must be considered and developed in order to plan.
1. Inside the school system.
a. The system should conduct a
census of school-aged children.
313
b Educational information on
the Spanish-speaking should be systematically collected.
This information would include tests' scores, grades,
and age-to-grade-level data. Analysis of this informa-
tion should be made in order to assess the effectiveness
of the school system's response to the Spanish-speaking.
This information should be made available to the public.
c. Information on the various
programs which are presently being offered to the
Spanish-speaking should be developed. Comparison of the
effectiveness of each program should be made, and strengths
and weaknesses identified in order to determine the
particular capabilities of each. Follow-up information
is necessary on the progress of students who have been
in the programs and are in the regular classroom.
2. Outside the system. The Department
of Bilingual Education should try to establish a
two-way communication with the Spanish-speaking community.
Various mechanisms to establish this communication are
formation of parent advisory groups for each of the
programs, increased home visits by school personnel to
the parents of children in the programs, forums with
various community organizations, and with agencies which
serve the Spanish-speaking community.
Some of the topics for discussion with the community
are how to develop effective communication mechanisms, the
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preference for English-dominant classes, the
integration/segregation issue, kinds of courses
desired for adults, day-care and pre-school programs,
as well as regular school programs.
In short, the Department of Bilingual
Education and other components of the school system
are failing to respond to all the educational needs
of the Spanish-speaking. The system will not know
how best to serve the Spanish-speaking until basic
information about the community is developed. Since
information does not exist which will give the
system a complete picture of the educational needs
and problems of the Spanish-speaking community, the
system must reach out and start asking questions.
APPENDIX B
THE SPANISH-SPEAKING PROJECT-
ANALYSIS AND IMPLICATIONS OF EDUCATIONAL VARIABLES
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Because of the recency of arrival of most
Spanish-speaking people to Boston . . .
and because of the general inattention to their
existence as a special linguistic-cultural
community with special needs and problems, no
adequate list or directories existed (or exist)
to permit adequate sampling.'
The area sampling technique was used. The method f
these steps:
1) The block faces of Boston were divided
three types: "span streets," "near streets," and "
streets." Streets with high Spanish-speaking popul
were called span streets; those nearby with possibl
Spanish-speaking population were
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Designation of streets was based
showing the areas of high Spanish
constructed by the Office of Publ
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ion were none streets.
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-speaking concentration
ic Service.
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1 method, screeners (for
kers) visited these
to determine the number
and location of native Spanish-speaking people on the block. 2
I David Horton Smith, "Sampling Procedures and
Research Methods of the ABCD-BC Survey of the Needs and
Problems of the Spanish-speaking People of Boston," mimeo, p.l.
2 The investigators felt that the reputaticnal method
was sufficiently valid for their purposes, even though in a
cross-checking they did remark: "The accuracy and reliability
of people's knowledge about their block face were not
outstandingly high." Ibid., p. 8.
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population seem to be valid, especially when the
chi-square test is significant within 1% of probability.)
The analysis will be limited by three factors:
1) Important and relevant background information
is not available because the overall analysis has not
been completed.
2) We are limited by the questions which were
included in the education component. These focus
extensively on adult-centered educational problems and
needs. Specific questions on present school programs,
educational goals and preferred programs were limited.
The receivers of the thrust of the present educational
effort--the children--were not interviewed.
3) The study was very carefully constructed.
It is hard to question the randomness of the population
sampled. However, no such study can ever be said to be
3 The weighted sample had an N of 737
sample is constructed to be more reliable for
tions about the total population. This autho
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truly representative unless everyone concerned is
questioned. Our conclusions can only be suggestive of
possible trends.
A. LANGUAGE DEVELOPMENT OF BOSTON'S
The overall literacy rate of
is rather low. The Cubans and other
demonstrated a rather high literacy
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analysis.
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40.8% could not speak English, 45.7% could not read
English, and 67.4% could not write English. (Tables Nine
through Eleven.)
Is there a change in the language skill related
to the length of time spent in the States? There is no
change in Spanish skills related to time in the States.
(Tables Twelve and Thirteen.) However, there is a
statistically significant relationship between time spent
in the States and development of English language
competency. The longer the person has been in the States
the greater the chances he will speak, read and write
English. (Tables Fourteen through Sixteen.) However,
time is not the complete panacea. There still remain many
with little or no English language ability, even after a
number of years in the States.
POLICY IMPLICATIONS
1) The schools should not assume knowledgeable
parents who can provide support to their children's
acquisition in either Spanish or English.
2) Communiques to parents must be written in
Spanish to be sure that the message is understood. Even
then, almost half of the Puerto Ricans and about ten per
cent of other Spanish-speakers will have trouble
understanding the message.
3) There is a wide-spread and immediate need for
adult classes in Spanish and English literacy. One-fourth
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In looking at the responses for those who are
interested in improving their Spanish and English abilities
there is one very clear trend: those people who already
have some competency in the language are the same people
who would be interested in language classes. (Tables
Seventeen through Twenty-one.) There is also a considerable
need
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overlap between the people interested in taking Spanish
classes and those interested in taking English classes.
(Table Twenty-two.) Of those interviewed who were
interested in improving their Spanish abilities, two-thirds
said they would be interested in improving their ability
to speak, read, and write English.
While there is this marked tendency for those
with some language competency to want to improve their
language ability, there are also some people with little
language background who desire to do so. Of those
interviewed who expressed interest in improving their
English language competency, 22% do not speak English,
32.8% do not read English, and 42.4% do not write English.
Of this same group interested in English language improve-
ment, 8% do not read Spanish and 9.3% do not write Spanish.
POLICY IMPLICATIONS
1) There is a widespread interest in adult
education. There is interest in continuing education
toward degrees at all levels.
2) There is a demand for a wide variety of adult
classes, with the highest requests made for auto mechanics
and clerical training.
3) There is-a widespread interest in language
classes. One-third of the respondents want Spanish and
two-thirds want English classes.
4) These adult language classes cannot be designed
monolithically.
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5) Most of those interested in learning a
language already have some knowledge of it. Thus, the
first part of the course should be review and should
not be too long.
6) For those interested in learning English,
the majority have a fair grasp of Spanish and thus the
English lessons can be based on contrastive a
with Spanish. (Tables Twenty-three and Twent
7) About 15% of those interested in
English have little or no reading and writing
Spanish. Research in adult education should
determine whether it is better to take these
directly into a basic English instruction or
knowledge of Spanish language should be devel
8) About one-third of the population
in lea.rning both languages. Perhaps special
nalysi s
y-four.)
learning
ability in
be made to
people
whether
oped first.
is interested
classes could
be developed for them which would simultaneously teach
English and Spanish.
9) Over one-fourth of the population expressed
no, little, or some interest in English classes. However
they tend to be the same people who have little English
ability and who need help the most. The system must make
an effort to reach out to these people and provide courses
which would be most interesting to them. Basic literacy
courses, small classes in convenient locations such as
homes, churches and other local sites, mini-courses to
prevent the tedium of language acquisition, and relevant
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courses, perhaps using a school-without-walls concept,
are some of the ways which might attract the least
interested people.
What are some of the other variables which
influence the individual's interest in taking classes?
They include the following:
1) Length of time in the States. There is a
significant relationship between the length of time a
person has been in the States and his interest in improving
his English. (Table Twenty-five.)
2) Visits with non-Spanish-speaking neighbors.
There is a positive relationship between visits with
non-Spanish-speaking neighbors and interest in bettering
English capacity. (Table Twenty-six.) This correlation
can be- interpreted in two ways. The first could be
supportive of residential integration, and second as a
result of
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POLICY IMPLICATIONS
1) Interest in attending English classes grows
with length of time in the States. There is little that
the school system can do about this. However, it should
be aware of the situation and know that in areas which
Spanish-speakers have been settled for a longer time, it
will probably be easier to recruit students for English
c1 asses.
2) Interest in attending
with the number of visits made to
English classes
non-Spanish-spea
increases
king
neighbors.
and perhaps
knowledge of
residents.
just providi
in English i
homes.
3).
at least an
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immedi ately.
The system might send out school volunteers
high school and college students with some
Spanish, to visit with the non-English-speaking
There should be no hidden agenda in these visits,
ng the Spanish-speaker with someone to talk with
n a non-threatening situation such as their
Almost
hour a
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half of the respondents watch television
day and at the same time expressed
ng their English abilities soon or
f the television for adult English
classes is recommended. Perhaps there should be a 21-Inch
Classroom series for English development for the adults.
And schools should be organized around the forthcoming
Sesame Street for adults.
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The question was raised in the previous section
of the payment of a fee for language classes. The question
of financing adult education courses is an area of debate.
Should the student be expected to pay a fee? One approach
suggests that if the student does pay a fee he has a stake
in the course and this will assure his continued attendance
and hence a greater achievement potential. If this is
true, should the fee vary according to the ability to pay?
Or, on the other hand, should attendance be financially
rewarded? Advocates of this approach would argue that
English acquisition for the non-English-speakers will
benefit the society (i.e., "people would get off welfare
and be able to earn a decent living"). Therefore, the
society should absorb the burden of the cost of this
education and possibly add a financial incentive to
encour'age (and enable) non-English-speakers to go to
English classes. This approach is often proposed for the
poor because they cannot afford to pay even a minimal
course fee, pay for baby-sitting, transportation costs
and class materials.
The ABCD study did not investigate the relation-
ship between payment of fees with interest in attending
English classes. The study does provide data on the
correlation of an attendance stipend with interest in
classes. "Would you be seriously interested in attending
classes to improve your English if you were paid $50.00
weekly to attend?" There is a statistically significant
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relation between interest in attending classes and
receiving $50.00 per week. (Table Thirty-nine.) However,
it is interesting to note that there are 34% of the
respondents who expressed a desire to improve their
English but would not attend classes, even if paid. One
variable sheds some light onto this seeming inconsistency.
When the respondents were asked if they would go to night
classes for English if paid "a small fee," there were less
respondents who
English classes
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C. SCHOOLING AND EDUCATION OF CHILDREN
In the previous section we have considered
those variables which were relevant to adult education.
We will now turn to those variables relevant to the
schooling and education of Spanish-speaking children.
About half of those interviewed believed the
schools were doing a lot or all that is possible to help
the Spanish-speaking child. At the same time it should
be mentioned that over one-fourth of the respondents
believe that the schools are doing little or nothing for
the Spanish-speaking. What is the found.ation for these
evaluations? There is no correlation between having been
visited by school personnel and orientation toward the
schools. (Table Forty-two.) However, there is a
significant corollary to the above relationship: These
who were visited by Spanish-speaking school personnel
tended to have a positive assessment of the school.
(Table Forty-three.) The purpose of the school visits
seems to have been general in nature. There is no relation-
ship between a child having problems in school and visits
by the school staff. (Table Forty-four.) At a more
abstract level, there is also no relationship between the
visits and the minimal education level desired for the
children by the parents. (Table Forty-five.)
The generally positive assessment of the Boston
School system does not seem to affect the actual school
334
attendance of the Spanish-speaking children. Of those
respondents with children of school age (N=318), 29.2%
of the interviewees did not send their children to school.
The lack of attendance related to place where the child's
parents grew up, with children of the mainland
Spanish-speaking the most delinquent. (Table Forty-six.)
(80% of the mainlanders, 30.5% of the Puerto Ricans,
15.1% of the Cubans, and 27.6% of the other Latin Americans
did not send their school-aged children to school.)
However, comparison of the mainlanders is difficult since
the occurrence is exaggerated because of. the small sample,
N=10. Belief that the schools are helping the
Spanish-speaking is not generalized to willingness to send
children to pre-school or day care centers. (Tables
Forty-seven and Forty-eight.)
Of those children who do go to school, how many
have trouble? Only 3.6% of the Cuban and 8% of the other
Latin American children experience problems in the
schools, as reported by their parents. In comparison,
one-fourth of the mainland the Puerto-Rican children have
trouble. (Again, the mainland occurrence is probably
overstated because of the small sample, N=4.) (Table
Forty-nine.)
POLICY IMPLICATIONS
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One of the controversial findings of the study
is that the vast majority of those interviewed (88.3%)
want their children to attend English-dominant classes.
This position is different from the one taken by the
educational leaders who have been advocating some form
of bilingual education. Because of the importance of this
question and the disparity between the community and the
educational leaders, we will look closely at this issue.
The question was clearly posed to the interviewees:
!Cusl de estos cree Ud. que sea mejor para sus
hijos?
1. LQue tomen casi todos cursos en espafiol con
ingles como segundo idioma? o
2. LQue tomen todos cursos en ingls con ayuda
especial en espahol? o
3. No tiene opinion?
(Which do you believe to be the better for your
children?
1. That they take almost all their classes in
Spanish, with English as a second language? or
2. That they take all their classes in English,
with special help in Spanish? or
3. No opinion.)
The issue is clear; it is not a misleading question.
The investigators are asking which language should be
the dominant medium for instruction. They are not posing
an exclusionary situation.
The response was also clear. 88.3% preferred
English-dominant classes and 9.6% preferred Spanish-
dominant ones. (201 respondents did not answer the
question, an unusually high "no response" for this study.
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The reasons for lack of response is unclear. It may be
related to people who do not have school-age children,
N=217, who did not feel that the question was directed
them.)
The preference
with several va
1) The
to read English
in English and
would prefer En
and Fifty-one.)
read and write
erence for one'
However, those
their ability t
concer-ned that
classes. (Tabl
that those who
of linguistic dominance
riables. These are as
ability to read Spanis
The greater the lang
Spanish the more likely
glish-dominant classes.
The desire to improve
English does not affect
s children's classes.
respondents who were in
o read and write Spanis
their children attend E
e Fifty-three.) This r
know the pain of not ha
correlated
fol 1 ows:
h and the ability
uage competency
the respondent
(Tables Fifty
one's ability to
the language pref-
(Table Fifty-two.)
terested in improving
h were very much
ngl i sh-domi nant
elationship suggests
ving full mastery of
their mother tongue are most concerned that their children
do not suffer the same handicap. And, being on the mainland,
these people are the most anxious for their children to
learn English.
2) The length of time in the States. The longer
a person has been on the mainland, the more likely that
he will prefer English-dominant classes. (Table Fifty-four.)
3) Perception of help being given to the
Spanish-speaking children by the schools. The more
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positive the assessment of the school system's e
to help the Spanish-speaking the more likely the
respondent will want English-dominant classes fo
children. (Table Fifty-five.) This relationsh
probably based on trust in the schools and perha
of alienation from the American society.
The language preference does not correla
where the interviewee grew up nor the number of
visits made by the school personnel. (Tables Fi
fforts
s
s
ack
te with
home
fty-six
and Fifty-seven.)
The programmatic response to thi.s preference for
English-dominant classes with help in Spanish is unclear.
However, it would seem that the present position of the
educational leaders and the school system in support of
bilingual education is not consistent. Bilingual classes,
especially in the first year of'a sequence, are
Spanish-dominant. Subject matter is taught primarily in
Spanish, and Spanish-language skills are taught. There
is gradual introduction of English into the curriculum,
but it remains the secondary language. Thus, bilingual
education more closely fits the Spanish-dominant class
with English as a second language alternative, the approach
preferred by only 9.6% of those interviewed.
POLICY IMPLICATIONS
1) The
instruction and
school system's
presentation of
support of bilingual
subject matter in Spanish
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is contrary to the desires of most of the Spanish-speaking.
If the system is convinced that the present approach
the best method,
community the rea
Spanish-dominant
education will be
those who read En
group to convince
over Spanish. Th
those who have a
behalf of the Spa
efforts must be made to explain
sons why this method is prefera
one. The campaign to promote b
most effective if directed tow
glish. Probably the most diffi
will be those who do not have
e system should also direct its
positive perception of its effo
nish-speaking children..
to the
ble to a
i lingual
ard
cult
full mastery
energy to
rts on
School personnel who make home visits
take
bili
the opportunity to explain the value of the
ngual approach.
In the previous subsection we have dealt with those
variables related to the specifics of schooling. We will
now turn to a more abstract level, to consider the educa-
tional aspirati.ons of the Spanish-speaking.
Spanish-speaking parents want their children to
stay in school as long as possible, regardless of where
the parents grew up. (Table Fifty-eight.) There is one
variable which changes this attitude: the parent's income.
Those with the lowest income tend to want their children
to start working as soon as possible. (Table Fifty-nine.)
The interviewees have typical American expectations
for their children's minimal educational attainment.
2) should
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29.2% want their children to at least complete high
school, 54.5% want them to at least graduate from college,
and 15.8% expect some graduate work or professional
degree. The expectation varies with where the interviewee
grew up. Puerto Ricans have a substantially lower
expectation than the other Spanish-speakers. (Table
Sixty.) Puerto Rican expectations conform to their
experience; interviewees' fathers had significantly
lower educational attainment than those from other
countries. (Table Sixty-o
those from the mainland, 3
of those from other
from Puerto Rico ha
Fathers of 47.8% of
formal schooling.
lower; they represe
47.8% of the Puerto
formal schooling; 4
hope their chil-dren
Aspirations
with present salary
Lati
d les
the
Thoug
nt a
Rica
8% of
will
for
ne.) (The father of 50% of
6.3% of
n co
s th
Pu e r
h Pu
1 arg
n in
the
at
chi 1
level s.
thos
untries, a
an a sixth
to Ricans
erto Rican
e jump for
terviewees
Puerto Ri
least fini
dren's edu
e from Cuba, 34.5%
nd 92.2% of those
grade education.)
interviewed had no
aspirations are
two generations.
fathers had no
can interviewees
sh high school.
cation do not correlate
(Table Sixty-two.)
POLICY IMPLICATIONS
1) Financial assistance is needed for approximately
2.5% of the Spanish-speaking students. These children come
from the lowest economic level and their parents feel they
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must.start to work as soon as possible. Work-study
programs, scholarship and other forms of financial assis
tance need to be developed in order to enable them to
remain in school.
2) Spanish-speakers have normal expectations fo
their children's educational advancement. Almost one-th
expect at least a high school diploma and another 50%
expect a college degree. To maintain credibility with
the Spanish-speaking community, the school system should
create ways for the children to reach their parents'
expectations.
3) The implications of the great education jump
from grandparent to grandchild, particularly among the
Puerto Ricans, should be studied. For example, with the
educational disparity, the schools cannot depend on acad
guidance from the home. How should this affect the assi
ment of homework? Also, the psychological impact on the
children should be evaluated. Do the comparatively high
expectations create dysfunctional pressures for academic
achievement? If so, how can these tensions be mitigated
by the school system?
The interviewees asked, "Do you believe that a
good education betters one's life opportunities?" The
vast majority responded positively. These responses did
not correlate with one measure of the good life--money.
(Table Sixty-three.) Neither did length of time affect
r
i rd
emi c
gn-
-
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the belief that
better future.
a lesser degree
position that e
Sixty-five.)
the same two gr
sending their c
education plays a
(Table Sixty-four
Puerto Ricans, do
ducation will brin
It is interesting
oups which are the
hildren to school.
role in shaping a
) Mainlanders, and to
not tend to support the
the good life. (Table
.o note that these are
most delinquent in
(Table Forty-six.)
POLICY IMPLICATIONS
are not
one's 1
efforts
system
D. TH'E
ISSUES
1) Puerto Ricans and mainland Spanish-speakers
convinced of the importance of education in bettering
ife chances as are other Spanish-speakers. More
will have to be directed toward them if the school
is to encourage support for education.
POTENTIAL FOR INVOLVEMENT IN SCHOOL AND EDUCATIONAL
In the previous sections we have shown that there
is some dissati-sfaction in the Spanish-speaking community
with the Boston Public Schools. Approximately one-fourth
of the population believes that the schools are doing
little or nothing for them. In addition there is little
contact by school personnel with parents whose children
are having problems in the schools.
At another level, the Spanish-speaking community
is almost unanimously opposed to the major focus of.the
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schools' efforts to meet the needs of the Spanish-speaking
children--the bilingual programs. Parents want their
children to learn English. The schools have not effectively
communicated their reasons for preference for the bilingual
initially Spanish-dominant approach.
Most symptomatic of the problems between the school
and the parents is the high percentage of the children who
do not attend school. This act of non-participation in
the system is based on many different kinds of negativism
and/or feelings of irrelevancy held by the parents and
their children; and, is particularly significant when
cont'rasted with the high educational expectations held by
the parents.
Within this relationship between parents and their
children with the school, we see many signs of disaffection
and seeds for protest. What is the likelihood that members
of the Spanish-speaking community will make efforts to
change the schools?
The ABCD survey did not ask the interviewees
directly if they were going to organize against the school
system. However, there are several sets of questions
which will suggest the potentiality for such action. We
will look at the indicators of present political participa-
tion and feelings about political matters.
Two-thirds of the Spanish-speaking population are
American citizens; of those, only one-third are registered
to vote. In other words, only one-fourth of the total
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Spanish-speaking population is eligible to vote in electio
such as those for the School Committee. (By country of
childhood, 26.7% of the mainlanders, 35.5% of the Puerto
Ricans, 18.8% of the Cubans and 50.4% of the other Latins
are registered.) Most of those who are registered are
Puerto Ricans (87.4%).'
The Spanish-speaking community is a minority group
in Boston. With only one-fourth of its members registered
to vote (and it is unclear if the Puerto Ricans are regis-
tered in Boston or Puerto Rico), any effort to change
school policies through elections would be futile, that is
without making alliances and the necessary compromises.
In addition, the Spanish-speaking tend to feel
marginal to the political process. They feel that
politicians hold a low opinion of them and that they are
discriminated against. This sense of low political effica
is particularly manifest in the Puerto Rican group, the on
ns,
cy
e
s These figures are based on the weighted sample,
supra, footnote 3. A question was asked to determine whether
those who were registered actually voted. However, this
author feels that the phrasing of the question was misleading.
"En los Oltimos cuatro ahos, icusntas veces le ha sido
posible ir a votar en las elecciones del estado o de la
nacidn?" (In the last four years, how many times has it
been possible for you to go to vote in state or national
elections?) This question asked the number of times it has
been possible to vote, not the number of times the interviewee
had actually voted.
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group with potential voting power because of its
relatively large numbers in Boston. (Tables Sixty-six
and Sixty-seven.)
The organizational membership patterns in the
Spanish-speaking community is best described as pre-
dominately non-participatory. 79.2% do not belong to
any organization, 16.3% belong to one, and only 4% belong
to more than more than one organization. Organizational
membership tendencies are not affected by the country of
childhood, the length of time in the States, nor income.
(Tables Sixty-eight through Seventy.) Lack of wide
participation in organizations does not preclude the
development of political influence to shape school
policies by a particular organization.
Because the Spanish-speaking population is
composed of newly-arrived groups to Boston, they may
still retain an interest and loyalty to their homeland
and homeland politics and events. This loyalty might
tend to affect the propensity to get involved in local
affairs in Boston, such as school issues. However,
expressed interest in homeland activities does not in fact
preclude interest in local community affairs. According
to the study, 67.7% of those interviewed expressed "a lot"
or "very much" interest in local community affairs. This
interest is unaffected by where the respondent grew up
and is static; it does not change with length of time in
the United States.
(These two questions
local community affa
attitude; prediction
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Will the SDa
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(Tables Seventy-one and Seventy-two.)
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Those interviewed were asked if such an organization was
possible among the Spanish-speaking in Boston. More than
34 7
half responded positively (60.6%); 9.3% were doubtful.
This assessment was not affected by country of childhood
nor length of time in the United States. (Tables
Seventy-seven and Seventy-eight.) Most important, it is
unlikely that the Spanish-speaking will organize
specifically around school or education issues. There
is no correlation between the evaluation of the school
system's efforts to meet the needs of the Spanish-speaking
and the assessment of the potential for organization of
the Spanish-speaking community. (Table Seventy-nine.)
POLITICAL IMPLICATIONS
1) The Spanish-speaking community is a minority
group in Boston. At best only one-fourth of the total
population is registered to vote. Therefore, there is
almost no chance of success if the Spanish-speaking were
to attempt an electoral campaign alone. To be successful,
those interested in raising issues about the Spanish-
speaking will have to align with other groups.
Accompanying any such electoral effort there would have
to be two corollary campaigns: a) a registration campaign;
and b) a creation of a sense of Spanish-speaking power
and pride, which would help to mitigate the sense of
marginality to politics and feeling of discrimination
presently manifest in the population.
2) Change could be brought through pressure from
already existing organizations. Since the tendency for
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E. CONCLUSION
The data from the ABCD-BC study does provide the
educator and educational planner with a lot of information,
much of which was unknown or incorrectly understood
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previously. After having analyzed the data we find
that there are
These gaps lie
education issu
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for the integration of the education of the children
move back and forth from Puerto Rico, feelings about
integration versus segregation, issues which would
involve adults in school and educational matters, im
of community involvement in the schools, and the lik
Data on the number of changes in schools the childre
made and the teen-age drop-out rate were not collect
And, as usual, the questions were asked to adults, n
fi ca-
t
erati ng
ions
who
portance
e.
n have
ed.
ot
to those who really know--the children who are or are
not attending schools in Boston.
There was extensive information drawn on adult
education issues. The two important areas which are yet
to be resolved are those of the fee versus stipend for
class attendance and the best format for courses--i.e.,
daytime or nighttime, full time or part time.
To conclude we will present a brief summary of
the policy implications drawn from the analysis of the
ABCD study.
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SUMMARY OF POLICY IMPLICATIONS
A. Language Development of Boston's Spanish-speaking
1) One-fourth of the adult population needs
classes in Spanish, and three-fourths of the population
needs classes in English.
2) The schools should not count on the ability
of the parents to provide guidance for the children in
their langua
should be ma
3)
in Spanish.
parents will
ge studies.
de to reflec
Comminiques
Even then,.
have troubl
Revi
t the
to th
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sions of
capaci ti
e parents
t half of
erstandin
pedalogical methods
es of the population.
should be written
the Puerto Rican
g the message.
B. Interest in Adult Education
1) There is a wide spread interest in adult
education courses among the Spanish-speaking in Boston.
Courses should be developed for completion of degrees
from high school on up, as well as vocational courses,
particularly in office work skills and auto mechanics.
2) There is a widespread interest in adult
language classes. One-third of the adult population wants
Spanish classes and two-thirds want English classes.
3) The majority of the English-language classes
should be designed on the assumption that the students
have a good command of Spanish and be developed on a con-
trastive analysis basis.
4) About 15% of those interested in learning
English have little or no reading and writing ability in
Spanish. Research in adult education should be made to
determine whether it is better to take these people
directly into a basic English course or whether knowledge
of Spanish should be developed before introduction to
English.
5) One-thi rd of the people want classes in b
English and Spanish. Specially-designed classes shou
be developed to help simultaneous development of thes
languages.
6) For the most part, those who expressed li
interest in language classes are the same people who
these classes the most. Efforts should be made to
develop creative and relevant classes which would at
this group, one-fourth of the population. Basic lite
courses, small classes in convenient locations such a
homes, churches and other community locations, mini-c
to prevent the tedium of language acquisition, and
innovative courses perhaps using a school-without-wal
concept, are some possible ways which would attract t
group.
oth
ld
e
ttl e
need
tract
racy
s
ourses
7) The use of television as a medium for language
instruction for adults should be studied. Twenty-One Inch
Classroom and Sesame Street versions for adults should be
tested for effect, and possible classes should be created
around these programs.
352
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353
children to school. (80% of the mainlanders, 30.5% of
the Puerto Ricans, 15.1% of the Cubans, and 27.6% of the
other Latins did not send their children to school.) The
system needs to understand why there is such a high
truancy rate among this population and devote all its
energies to developing appropriate responses.
4) Mainland and Puerto Rican children tend to
e more problems in school than the
sons for these problems should be
per responses created.
5) 88.3% of the Spanish-spea
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objectives. The easiest to influence in such a
will be those parents who understand English; th
difficult to convince will be those parents who
have full mastery over Spanish, let alone Englis
6) Some kind of financial assistance is
for about 5% of the Spanish-speaking children, i
schools want to support their attendance.
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7) In contradiction to high truancy, the
Spanish-speaking population has high.educational
expectations for their children. Almost one-third
expect at least a high school diploma and another 50%
expect a college degree. The schools will lose support
if they are not able to help the children live up to
these expectations. At the same time, the schools
should be aware that these expectations may be high
and might be causing dysfunctional tensions.
8) There is some tentative information about
the organizational potential of the Spanish-speaking
community. The data suggest that it would be possible
to organize the Spanish-speaking community. However,
any organizational effort interested in including a
large number of Spanish-speaking should focus on the
common experiences and problems of the community, and
not focus on a specific issue such as the schools.
Possible
through
reform-o
groups c
organiza
of the 1
organize
help cre
power,"
to the p
avenues for change in the schools might be
elections, via alliances with other educational
riented groups, existing organizations, or small
oncerned about educational issues. Behind any
tional effort there should be effort on the part
eadership to convince the people that they can
and achieve their goals. The leaders need to
ate a sense of pride, a sense of "Spanish-speaking
which would help counteract the sense of marginality
ol itical process and feel ings of discrimination
prese.nt in the community.
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TABLE ONE
PERCENTAGE COMPARISON OF WEIGHTED AND UNWEIGHTED SAMPLES
Interest
Compared
in Improving
with Ability
Reading and Writing of
to Read Spanish (Table
Spanish
Seventeen)
ABILITY TO
READ SPANISH
Yes
unweighted
weighted
Little
unweighted
weighted
unweighted
weighted
INTEREST
Yes
23.7%
21.3
4.9
3.9
8.2
7.0
IN IMPROVING
Perhaps
4.9%
4.2
3.1
4.2
1 .2
AVERAGE DIFFERENCE
SPANISH
45.7%
51.7
3.5
3.0
4.7
4.3
1 .4%
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TABLE TWO
PERCENTAGE COMPARISON OF WEIGHTED AND UNWEIGHTED
Interest
Compared
in Improving
with Ability
Reading and Writing of English
to Write English (Table Twenty-One)
INTEREST IN IMPROVING
ABILITY TO
WRITE ENGLISH
Yes
unweighted
weighted
Little
unweighted
weighted
No
unweighted
weighted
littl e
none interest
8.6% 1.9%
8.8 2.1
1.1
1.5
6.7
6.4
1.9
1.4
3.8
3.6
som.e want to want to
interest soon now
2.3%
1.9
1.7
1.5
5.5
5.6
4.8%
6.8
9.7
10.3
23.0
21 .1
3.0%
3.4
6.5
6.5
19.4
19.4
AVERAGE DIFFERENCE
SAMPLES
ENGLISH
- A&UNNO. 1, - - _ - --. - ----- --
0.5%
357
TABLE THREE
PERCENTAGE COMPARISON OF WEIGHTED AND UNWEIGHTED SAMPLES
Year of Arrival on Mainland Compared
Speak English (Table Fourteen)
with Ability
YEAR OF ARRIVAL
ABILITY TO
SPEAK ENGLISH
Yes
unweighted
weighted
Little
unweighted
weighted
Pre-
1951
4.2%
4.0
.8
.4
unweighted
weighted
1951-
1955
5.0%
5.3
3.8
4.2
1.8
1.1
1956-
1960
6.4%
6.0
7.3
8.0
2.4
1.6
1961-
1965
8.5%
8.6
14.0
14.0
7.0
7.0
AVERAGE DIFFERENCE
1966-
1970
4.4%
5.1
15.7
16.8
19.4
16.0
0.6%
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TABLE FOUR
PERCENTAGE COMPARISON OF WEIGHTED AND UNWEIGHTED SAMPLES
Minimum Level of Education Parent Desires for Child
Compared with Country of Parent's Childhood (Table Sixty)
COUNTRY
MINIMUM NUMBER
OF YEARS Puerto Rico All Other Countries
10-12
unweighted 30.1% 8.5%
weighted 27.9 12.1
13-15
unweighted 4.9 1.5
weighted 3.8 2.3
16
unweighted 24.5 19.3
weighted 19.7 20.3
17-25
unweighted 3.3 8.5
weighted 3.4 8.6
AVERAGE DIFFERENCE 1 .7%
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TABLE FIVE
PERCENTAGE COMPARISON OF WEIGHTED AND UNWEIGHTED SAMPLES
Language-Dominance Preference for
Compared with Country of Parent's
Children's
Childhood
Classes
(Table Fifty-Six)
LANGUAGE-DOMINANCE
PREFERENCE
COUNTRY
Puerto Rico- All Other Countries
Spani sh
unweighted
weighted
English
unweighted
weighted
No Opinion
unweighted
weighted
AVERAGE DIFFERENCE
7.5%
5.4
60.7
55.1
2.4
2.2
2.1%
2.2
25.5
33.2
1.8
1.9
2.6%
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TABLE SIX
PERCENTAGE COMPARISON OF WEIGHTED AND UNWEIGHTED
Children Having
of Parent's Chil
Problems in School Compared
dhood (Table Forty-Seven)
With Country
CHILDREN HAVING
PROBLEMS
COUNTRY
Puerto Rico All Other Countries
No
unweighted
weighted
Once, Twice
unweighted
weighted
Many Times
unweighted
weighted
AVERAGE DIFFERENCE
SAMPLES
51 .5%
46.6
29.5%
38.9
8.6
6.6
8.6
6.6
1.6
1.1
3.1%
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ABILITY TO
(N=530)*
TABLE SEVEN
READ SPANISH COMPARED WITH COUNTRY OF CHILDHOOD
COUNTRY
U.S. Puerto Rico
Yes 4 (26.7%)
Little 4 (26.7%)
7 (46.7%)
213 (61.1%)
44 (12.6%)
92 (26.3%)
87 (88.8%)
6 ( 6.1%)
5 ( 5.1%)
59 (86.9%)
2 ( 2.9%)
7 (10.3%)
Total 15 349.
= 59.932, significant 1%
TABLE EIGHT
ABILITY TO
(N= 530) *
WRITE SPANISH COMPARED WITH COUNTRY OF CHILDHOOD
COUNTRY
U.S. Puerto Rico
Yes 4 (26.7%)
Little 3 (20.0%)
8 (53.5%)
205 (58.6%)
42 (12.3%)
102 (29.1%)
86 (87.7%)
6 ( 6.1%)
6 ( 6.1%)
58 (85.0%)
4.5%)
7 (10.4%)
Total 15
x2 =60.398, significant
* The "no answers" were included in the "no"
this table. These responses were extremely
atypical of the rest of the interview. It i
therefore that the interviewees were unwilli
their lack of Spanish reading and writing ab
responses
high (N=45)
s assumed
n
and
ng to admit to
il ity.
READ
SPANISH Cuba Other
98 68
WRITE
SPANISH Cuba Other
349
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TABLE NINE
ABILITY TO SPEAK ENGLISH COMPARED WITH COUNTRY
(N=527)
SPEAK
ENGLISH
OF CHILDHOOD
COUNTRY
U.S. Puerto Rico Cuba 0 t he r
15 (100%)
Little 0
83 (24.0%)
141 (40.8%)
29 (29.6%)
44 (44.9%)
122 (35.3%) 25 (25.5%)
Total 346 98
24 (35.3%)
32 (42.1%)
12 (17.6%)
68
X2 = 49.182, significant
TABLE TEN
TO READ ENGLISH COMPARED WITH COUNTRY OF CHILDHOOD
COUNTRY
U.S. Puerto Rico Cuba
Yes 15 (100%)
Little 0
No
Total
68 (19.5%)
97 (27.8%)
184 (52.7%)
349
33 (33.7%)
34 (34.7%)
31 (31.6%)
98
19 (28.4%)
24 (35.8%)
24 (35.8%)
68
X2 = 63.414, significant
Yes
ABILITY
(N=530)
READ
ENGLISH Other
363
TABLE ELEVEN
TO WRITE ENGLISH COMPARED WITH COUNTRY OF CHILDHOOD
COUNTRY
U.S. Puerto Rico Cuba
14 (93.3%)
Little 0
58 (16.6%)
60 (17.2%)
1 ( 6.7%) 231 (66.2%)
27 (27.6%)
26 (26.5%)
45 (45.9%)
15 (20.6%)
23 (33.8%)
31 (45.6%)
Total 15 349
x2 = 69.520, significant
TABLE TWELVE
YEAR OF ARRIVAL 0
SPANISH (N=493)*
N MAINLAND COMPARED WITH ABILITY TO READ
READ SPANISH
Yes
Pre-1951
1951-1955
1956-1960
1961 -1965
1966-1970
Total
15 ( 3.0%)
35 ( 7.1%)
44 ( 8.9%)
110 (22.3%)
142 (28.8%)
348 (70.1%)
11 ( 2.2%)
18 ( 3.6%)
28 ( 5.6%)
30 ( 6.1%)
60 (12.2%)
147 (29.7%)
x2 = 6.401, not significant
Spanish-speakers are not included.
ttle ability"- were included in the
ABILITY
(N=530)
WRITE
ENGLISH
Yes
Other
YEAR OF
ARRIVAL No
* Mainland-born
answers" and "li
responses.
"No
"no I
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TABLE THIRTEEN
YEAR OF ARRIVAL ON MAINLAND
WRITE SPANISH (N=534)*
COMPARED WITH ABILITY TO
WRITE SPANISH
Yes No
Pre-1 951
1951-1955
1956-1960
1961-1965
1966-1970
Total
x2 = 3.371,
14 ( 2.6%)
37 ( 6.9%)
54 (10.1%)
107 (20.0%)
141 (26.4%)
353 (66.0%)
12 ( 2.3%)
20 ( 3.5%)
28 ( 5.3%)
49 ( 9.2%)
72 (13.5%)
181 (33.8%)
not significant
Spanish-speakers are not included. "No
ttle ability" were included in the "no"
YEAR OF
ARRIVAL
* Mainland-born
answers" and "li
responses.
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TABLE FOURTEEN
YEAR OF ARRIVAL ON MAINLAND
SPEAK ENGLISH (N=510)
COMPARED WITH ABILITY TO
SPEAK ENGLISH
Little
Pre-1 951
1951-1955
1956-1960
1961 -1965
1966-1970
Total
21 ( 4.1%) 8%)
25 ( 4.9%) 19 ( 3.7%)
32 ( 6.3%) 37 ( 7.2%)
43 ( 8.4%) 71 (13.9%)
22 ( 4.2%)
143 (27.9%)
80 (15.7%)
211 (41.3%)
1 ( .2%)
9 ( 1.8%)
12 ( 2.4%)
35 ( 6.9%)
99 (19.4%)
156 (30.7%)
X2 = 185.0, significant 1%
TABLE FIFTEEN
YEAR OF ARRIVAL ON MAINLAND
READ ENGLISH (N=512)
COMPARED WITH ABILITY TO
READ ENGLISH
Little
Pre-1 951
1951-1955
1956-1960
1961-1965
1966-1970
Total
17 ( 3.3%)
22 ( 4.3%)
.9%)
19 ( 3.7%)
27 ( 5.3%) 21 ( 4.1%)
12 ( 2.3%)
34 ( 6.6%)
37 ( 7.2%) 52 (10.1%) 60 (11.6%)
23 ( 4.5%) 56 (10.9%)
126 (24.6%) 153 (29.7%)
123 (24.1%)
233 (46.7%)
significant 1%
YEAR OF
ARRIVAL Yes No
YEAR OF
ARRIVAL Yes No
.8%)
X 2 = 66.352,
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TABLE SIXTEEN
YEAR OF ARRIVAL ON MAINLAND
WRITE ENGLISH (N=515)
YEAR OF
ARRIVAL
COMPARED WITH ABILITY TO
WRITE ENGLISH
Little No
Pre-1 951
1951-1955
1956-1960
1961-1965
1966-1970
Total
16 ( 3.1%)
17 ( 3.3%)
26 ( 5.0%)
31 ( 6.0%)
18 ( 3.5%)
108 (20.9%)
-2 ( .4%)
8 ( 1.5%)
16 ( 3.1%)
42 ( 8.1%)
38 ( 7.3%)
106 (20.4%)
8 ( 1.5%)
28 ( 5.4%)
41 ( 7.9%)
78 (15.1%)
146 (28.3%)
201 (58.2%)
x 2 = 56.693, significant 1%
TABLE SEVENTEEN
INTEREST
COMPARED
IN IMPROVING READING
WITH ABILITY TO READ
AND WRITING
SPANISH (N=
OF SPANISH
528)*
INTEREST IN
IMPROVING
SPANISH
READ SPANISH
Yes Little
115 (23.7%)
24 ( 4.9%)
222 (45.7%)
361 (73.3%)
24 ( 4.9%)
15 ( 3.1%)
17 ( 3.5%)
56 (11.5%)
49 ( 9.3%)
7 ( 1.5%)
55 (10.4%)
111 (21.2%)
x2 = 47.645, significant
in the "no" responses.
Yes
Perhaps
No
Total
No
Yes
* The "no answers" were included
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INTEREST
COMPARED
INTEREST
IMPROVING
SPANISH
TABLE EIGHTEEN
IN IMPROVING READING AND WRITING OF SPANISH
WITH ABILITY TO WRITE SPANISH (N=528)*
WRITE SPANISH
Yes Little No
112 (23.0%)
22 ( 4.5%)
217 (44.7%)
351 (72.2%)
19 ( 3.9%)
15 ( 3.1%)
20 ( 4.1%)
54 (11.1%)
57 (10.8%)
9 ( 1.7%)
57 (10.8%)
125 (23.3%)
x2 = 51.746, significant 1%
TABLE NINETEEN
INTEREST IN IMPROVING
COMPARED WITH ABILITY
READING AND WRIT
TO SPEAK ENGLISH
ING OF ENGLISH
(N=522)
INTEREST
IMPROVING
ENGLISH
IN SPEAK ENGLISH
No Little
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
23 ( 4.4%)
12 ( 2.3%)
7 ( 1.3%)
60 (11.5%)
55 (10.5%)
157 (30.1%)
16 ( 3.1%)
11 ( 2.1%)
25 ( 4.8%)
96 (18.4%)
69 (13.2%)
217 (41.6%)
47 ( 4.0%)
17 ( 3.3%)
18 ( 3.4%)
41 ( 7.9%)
25 ( 4.8%)
148 (28.4%)
x2 = 59.668, significant
were included in the "no"
Yes
Perhaps
No
Total
Yes
* The "no answers" responses.
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TABLE TWENTY
INTEREST
COMPARED
IN IMPROVING READING AND WRITING OF
WITH ABILITY TO READ ENGLISH (N=52
ENGLISH
4)
INTEREST IN
IMPROVING
ENGLISH
READ ENGLISH
No Little
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
33 ( 6.3%)
17 ( 3.2%)
16 ( 3.1%)
88 (16.8%)
83 (15.8%)
237 (45.2%)
-7 ( 1.3%)
8 ( 1.5%)
21 ( 4.0%)
75 (14.3%)
45 ( 8.6%)
46 ( 8.8%)
14 ( 2.7%)
13 ( 2.5%)
34 ( 6.4%)
24 (4.6%)
156 (29.8%) 131 (25.0%)
X2 = 67.202, significant
TABLE TWENTY-ONE
INTEREST
COMPARED
IN IMPROVING READING AND WRITING OF ENGLISH
WITH ABILITY TO WRITE ENGLISH (N=525)
INTEREST IN
IMPROVING
ENGLISH
WRITE ENGLISH
Little Yes
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
35 ( 6.7%)
20 ( 3.8%)
29 ( 5.5%)
121 (23.0%)
102 (19.4%)
307 (58.5%)
6 ( 1.1%)
10 ( 1.9%)
45 ( 8.6%)
10 ( 1.9%)
9 ( 1.7%) 12 ( 2.3%)
51 ( 9.7%)
34 ( 6.5%)
110 (21.0%)
25 ( 4.8%)
16 ( 3.0%)
108 (20.6%)
x 2 = 74.568, significant
Yes
369
TABLE TWENTY-TWO
INTEREST
COMPARED
IN IMPROVING READING AND WRITING OF ENGLISH
WITH INTEREST IN IMPROVING READING AND
WRITING OF SPANISH (N=521)
INTEREST IN
IMPROVING
ENGLISH
INTEREST
No
IN IMPROVING
Little
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
64 (12.3%)
27 ( 5.2%)
29 ( 5.6%)
104 (20.0%)
66 (12.7%)
290 (55.7%)
7 ( 1.3%)
4 ( .8%)
6 ( 1.2%)
11 ( 21.%)
16 ( 3.1%)
15 ( 2.9%)
9 ( 1.7%)
13 ( 2.5%)
80 (15.4%)
70 (13.4%)
44 ( 8.4%) 187 (35.8%)
x2 = 31.569, significant
SPANISH
Yes
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TABLE TWENTY-THREE
INTEREST
COMPARED
IN IMPROVING
WITH ABILITY
INTEREST IN
IMPROVING
ENGLISH
READING AND WRITING OF ENGLISH
TO READ SPANISH (N=525)
READ SPANISH
No Little. Yes
None 23 ( 4.8%) 12 ( 2.5%)
Little Interest
Some Interest
Want to Soon
Want to Now
Total
5 ( 1.0%)
1 ( .2%)
7 ( 1.4%)
6 ( 1.2%)
19 ( 3.9%) 15 ( 3.1%)
20 ( 4.1%)
68 (14.1%)
15 ( 3.1%)
55 (11.4%)
47 ( 9.7%)
19 ( 3.9%)
40 ( 8.3%)
152 (31.5%)
102 (21.1%)
360 (74.5%)
x2 = 30.286, significant 1%
TABLE TWENTY-FOUR
INTEREST IN IMPROVING
COMPARED WITH ABILITY
INTEREST IN
IMPROVING
ENGLISH
READING AND WRITING OF ENGLISH
TO WRITE SPANISH (N=525)
WRITE SPANISH
No Little- Yes
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
25 ( 5.2%) 14 ( 2.9%)
5 ( 1.0%)
2 ( .4%)
24 ( 5.0%)
23 ( 4.8%)
79 (16.4%)
7 ( 1.4%)
4 ( .8%)
43 ( 8.9%)
19 ( 3.9%)
41 ( 3.5%)
14 ( 2.9%) 148 (30.6%)
14 2.9%)
53 (11.0%)
100 (20.7%)
351 (72.7%)
2 =x 32.286, significant 1I1%
TABLE TWENTY-FIVE
INTEREST IN IMPROVING READING
ARRIVAL ON MAINLAND (N=505)
AND WRITING OF ENGLISH COMPARED WITH YEAR
YEAR OF
ARRIVAL
P re-1951
1951-1955
1956-1960
1961 -1965
1966-1970
Total
INTEREST
None
12 ( 2.5%)
8 ( 1.5%)
16 ( 3.3%)
Little
1 ( .2%)
6 (1.2%)
7 (1.3%)
25 ( 4.9%) 15 (2.9%)
28 ( 3.5%)
79 (14.7%)
11 (2.2%)
40 (7.8%)
IN IMPROVING ENGLISH
Some
.5%)
7 ( 1.3%)
7 ( 1.3%)
17 ( 3.3%)
16 ( 3.3%)
Soon
7 ( 1.3%)
18 ( 3.5%)
26 ( 5.1%)
43 ( 8.5%)
90 (17.8%)
Now
3 ( .5%)
13 ( 2.5%)
23 ( 4.5%)
39 ( 7.5%)
74 (14.6%)
50 ( 9.7%) 184 (36.2%) 152 (29.6%)
x 2 = 36.60, significant 1 %
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TABLE TWENTY-SIX
INTEREST IN IMPROVING READING AND
COMPARED WITH FREQUENCY OF VISITS
NEIGHBORS (N=525)
WRITING OF ENGLISH
WITH NON-SPANISH-SPEAKING
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
FREQUENCY OF
Never
33 ( 6.3%)
26 ( 5.0%)
27 ( 5.1%)
118 (22.5%)
72 (13.7%)
276 (52.6%)
VISITS
Sometimes
40 ( 7.6%)
11 ( 2.1%)
16 ( 3.0%)
68 (13.0%)
68 (13.0%)
203 (38.7%)
Often
13 (2.5%)
3 ( .6%)
7 (1.3%)
11 (2.1%)
12 (2.3%)
46 (8.8%)
X2 = 20.849, significant
TABLE TWENTY-SEVEN
INTEREST IN IMPROVING
SPENT WATCHING TELEVIS
READING AND WRITING OF
ION (N=459)*
ENGLISH COMPARED WITH HOURS PER DAY
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
TELEVISION-WATCHING
Less Than 1
18 ( 3.9%)
9 ( 1.9%)
.9%)
46 (10.0%)
37 ( 8.0%)
114 (24.7%)
1-2
33 ( 7.1%)
14 ( 31.%)
19 ( 4.1%)
73 (15.8%)
54 (11.7%)
193 (41.7%)
HOURS/DAY
3-4
17 ( 3.7%)
21 ( 2.4%)
10 ( 2.2%)
41 ( 8.9%)
18 ( 6.1%)
106 (23.1%)
Over 4
11 ( 2.3%)
.9%)
6 ( 1.2%)
14 ( 3.1%)
13 ( 2.8%)
48 (10.3%)
x2 = 23.260, significant
* Includes only those who have television.
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TABLE TWENTY-EIGHT
INTEREST IN IMPROVING READING AND WRITING OF
COMPARED WITH POSSESSION OF A RADIO (N=524)
ENGLISH
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
POSSESSION
No
12 ( 2.3%)
.8%)
8 ( 1 .5%)
46 ( 8.8%)
38 ( 7.3%)
108 (20.8%)
OF A RADIO
Yes
74 (14.1%)
36 ( 6.9%)
42 ( 8.0%)
151 (28.8%)
113 (21.6%)
.416 (79.4%)
x2 = 8.549, not significant
TABLE TWENTY-NINE
INTEREST IN IMPROVING READING AND WRITING OF ENGLISH COMPARED WITH
INTEREST IN IMPROVING
HOURLY WAGE
$ .80 - $1.70 2 ( .9%)
2.70 15 ( 7.1%)
3.70 8 ( 3.8%)
4.70 1 ( .4%)
5.70 2 ( .9%)
6.70 3 ( 1.4%)
28 (13.1%)
1 ( .4%)
10 (4.3%)
5 (2.4%)
1 ( .4%)
1 ( .4%)
0
18 (7.9%)
1 ( .4%)
16 (7.6%)
2 ( .9%)
1 ( .4%)
0
20 (9.3%)
3 ( 1.4%)
51 (24.3%)
26 (12.4%)
3 ( 1.4%)
3 ( 1.4%)
2 ( .9%)
86 (40.9%)
3 ( 1.4%)
31 (14.3%)
14 ( 6.2%)
3 ( 1.4%)
.9%)
0
58 (24.3%)
x 2 = 30.314, not significant
None Li ttle
INCOME
ENGLISH
(N=201 )
Some Soon
1.80
2.80
3.80
4.80
5.80
Total
Now
TABLE THIRTY
INTEREST IN
OF EDUCATION
INTEREST IN
IMPROVING
ENGLISH
None
IMPROVING READING AND WRITING
PARENT DESIRES FOR CHILD
OF ENGLISH COMPARED WITH
(N=529)
MINIMUM LEVEL
MINIMUM NUMBER OF YEARS
3-6 7-10 11-12 13-16 17-25
14 ( 3.5%) 35 ( 8.8%) 14 ( 3.5%)
Little Interest
Some Interest
Want to Soon
Want to Now
Total
10 ( 2.5%) 14 ( 3.5%)
1 (
2 ( .5%)
1 .3%)
3 ( .8%)
.3%) 17 ( 4.3%)
1 ( .3%)
1 ( .3%)
3 *( .8%)
73 (18.4%)
35 ( 8.8%)
149 (37.6%)
16 ( 4.0%)
69 (17.4%)
62 (15.7%)
196 (49.5%)
4 ( 1.0%)
1 ( .3%)
15 ( 3.8%)
11 ( 2.8%)
45 (11.4%)
x 2 = 25.761, not significant
377
TABLE THIRTY-ONE
INTEREST
COMPARED
IN IMPROVING READING AND WRITING
WITH BELIEF THAT EDUCATION HELPS
ONE'S SITUATION (N=525)
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
EDUCATION
Yes
81 (15.5%)
36 ( 6.9%)
45 ( 8.6%)
188 (35.9%)
145 (27.7%)
495 (94.5%)
HELPS BETTER
Perhaps
4 ( .8%)
3 ( .6%)
4 ( .8%)
7 (1.3%)
7 (1.3%)
25 (.4.8%)
SITUATION
No
1 ( .2%)
1 ( .2%)
2 ( .2%)
0
4 ( .6%)
x2 = 6.042, not significant
TABLE THIRTY-TWO
INTEREST IN IMPROVING READING AND WRITING OF
COMPARED WITH INTEREST IN HOMELAND ACTIVITIES
ENGLISH
(N=525)
INTEREST IN
IMPROVING
ENGLISH
INTEREST
Yes
IN HOMELAND ACTIVITIES
Some No
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
55 (10.5%)
25 ( 4.8%)
25 ( 4.8%)
136 (25.9%)
104 (19.8%)
345 (65.7%)
15 ( 2.9%)
12 ( 2.3%)
16 ( 3.0%)
3 ( .6%)
15 ( 2.9%) 10 ( 1.9%)
33 ( 6.3%) 28 ( 5.3%)
27 ( 5.1%)
102 (19.4%)
21 ( 4.0%)
78 (14.9%)
x2 = 12.104, not significant
OF
TO
ENGLISH
BETTER
TABLE THIRTY-THREE
INTEREST IN
DISCRIMINATI
INTEREST IN
IMPROVING
ENGLISH
IMPROVING READING AND
ON IN BOSTON (N=498)
WRITING OF
AMOUNT OF
None Little
ENGLISH COMPARED
DISCRIMINATION
Some
WITH PERCEPTION
PERCEIVED
Much Very Much
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
21 ( 4.2%)
11 ( 2.2%)
13 ( 2.6%)
68 (13.7%)
32 ( 6.4%
145 (29.1%)
6 (1.2%)
4 ( .8%)
.4%)
15 (3.0%)
19 (3.8%)
46 (9.2%)
22 ( 4.4%)
9 ( 1.8%)
11 ( 2.2%)
17 ( 3.4%) 14 ( 2.8%)
7 ( 1.4%)
8 ( 1.6%)
39 ( 7.8%) 37 ( 7.4%)
36 ( 7.2%)
117 (23.5%)
38 ( 7.6%)
7 ( 1.4%)
11 ( 2.2%)
30 ( 6.0%)
21 ( 4.2%)
107 (21.5%) 83 (16.7%)
x 2 = 15.681, not significant
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TABLE THIRTY-FOUR
INTEREST
COMPARED
IN IMPROVING
WITH ORGANIZ
READING AND WRITING
ATIONAL MEMBERSHIP
OF ENGLISH
(N=504)
NUMBER OF ORGANIZATIONSINTEREST IN
IMPROVING
ENGLISH 2 or More
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
73 (14.5%)
29 ( 5.8%)
40 ( 7.9%)
156 (31.0%)
126 (25.0%)
424 (84.1%)
-7 ( 1.4%)
7 ( 1.4%)
5 ( 1.0%)
23 ( 4.6%)
22 ( 4.4%)
64 (12.7%)
4 ( .8%)
1 ( .2%)
3 ( .6%)
5 (1.0%)
3 ( .6%
16 (2.6%)
X2 = 7.213 not significant
TABLE THIRTY-FIVE
INTEREST IN IM
IN COMMON WITH
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
PROVING READING AND
SPANISH-SPEAKING
WRITING OF ENGLISH COMPARED
COMMUNITY OF BOSTON (N=51 4)
WITH CONCEPT OF AMOUNT
AMOUNT SPANISH HAVE IN COMMON
Nothing
7 ( 1.4%)
1 ( .2%)
.8%)
27 ( 5.3%)
13 ( 2.5%)
52 (10.1%)
Almost Nothing
14 ( 2.7%)
6 ( 1.2%)
9 ( 1.8%)
21 ( 4.1%)
16 ( 3.1%)
66 (12.8%)
Some
39 ( 7.6%)
13 ( 2.5%)
18 ( 3.5%)
97 (18.9%)
47 ( 9.1%)
214 (41.6%)
Much
14 ( 2.7%)
13 ( 2.5%)
9 ( 1.8%)
Very Much
9 ( 1.8%)
7 ( 1.4%)
9 ( 1.8%)
25 ( 4.9%) 23 ( 4.5%)
46 ( 8.9%)
107 (20.8%)
27 ( 5.3%)
75 (14.6%)
X2 = 38.139, significant
TABLE THIRTY-SIX
INTEREST IN IMPROVING READING AND WRITING OF
ORGANIZATIONAL POTENTIAL OF THE SPANISH-SPEA
ENGLISH COMPARED WITH
KING (N=521)
EVALUATION
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
ORGANIZATION
Impossible
5 (1.0%)
1 ( .2%)
1 ( .2%)
11 (2.1%)
3 ( .6%)
21 (4.0%)
Little
Possibility
11 (2.1%)
4 ( .8%)
.4%)
8 (1.5%)
3 ( .6%)
28 (5.4%)
OF SPANISH-SPEAKING
Possible
23 ( 4.4%)
Very
Possible
45 ( 8.6%)
Happening
Happening
Now
2 ( .4%)
10 ( 1.9%) 25 ( 4.8%)
15 ( 2.9%)
46 ( 8.8%)
48 (_9.2%)
142 (27.3%)
24 ( 4.6%)
127 (24.4%)
93 (17.9%)
314 (60.3%).
7 (1.3%)
3 ( .6%)
4 ( .8%)
16 (3.1%)
X2 = 46.752, significant
OF
382
TABLE THIRTY-SEVEN
INTEREST
COMPARED
IN IMPROVING READING AND WRITING OF ENGLISH
WITH HAVING TAKEN A COURSE IN ENGLISH (N-522)
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soo~n
Want to Now
Total
TAKEN COURSE
No
61 (11.7%)
32 ( 6.1%)
42 ( 8.0%)
155 (29.7%)
128 (24.5%)
418 (80.1%)
IN ENGLISH
Yes
25 ( 4.8%)
8 ( 1.5%)
8 ( 1.5%)
41 ( 7.9%)
22 ( 4.2%)
104 (19.9%)
x2 = 7.712, not significant
TABLE THIRTY-EIGHT
YEAR OF ARRIVAL ON
COURSE IN ENGLISH
MAINLAND
(N=506)*
COMPARED WITH HAVING TAKEN A
TAKEN COURSE IN ENGLISH
No Yes
Pre-1951
1951-1955
1956-1960
1961-1965
1966-1970
Total
20 ( 3.9%)
46 ( 9.2%)
61 (12.1%)
109 (21.5%)
175 (34.6%)
411 (81.3%)
6 ( 1.1%)
7 ( 1.2%)
21 ( 4.2%)
30 ( 5.9%)
31 ( 6.1%)
95 (18.6%)
x2 = 4.66, not significant
are not included.
YEAR OF
ARRIVAL
*Mainland-born Spanish-speakers
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TABLE THIRTY-NINE
INTEREST IN
COMPARED WI
RESPONDENT
IMPROVING READING AND WRITING OF
TH INTEREST IN ATTENDING ENGLISH
WAS PAID $50.00 WEEKLY (N=285)*
ENGLISH
CLASSES IF
INTEREST IN
INPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
WOULD ATTEND
No
5 ( 1.8%)
0
7 ( 2.5%)
48 (16.8%)
48 (16.8%)
130 (45.6%)
CLASS
Perhaps
4 ( 1.4%)
3 ( 1.1%)
6 ( 2.1%)
18 ( 6.3%)
16 ( 5.6%)
47 (16.5%)
Yes
44 (15.4%)
20 ( 7.0%)
12 ( 4.2%)
40 (14.0%)
14 ( 4.9%)
108 (37.9%)
X2 = 77.532, significant 1%
* Welfare recipients excluded.
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TABLE FORTY
INTEREST
COMPARED
NIGHT IF
IN IMPROVING READING AND WRITING
WITH INTEREST IN ATTENDING ENGLIS
RESPONDENT WAS PAID "A SMALL SUM"
ENGLISH
CLASSES AT
(N=501 )
INTEREST IN
IMPROVING
ENGL I S H
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
WOULD ATTEND NIGHT
No
73 (14.6%)
33 ( 6.6%)
31 ( 6.2%)
75 (15.0%)
35 ( 7.0%)
247 (49.3%)
Perhaps
4 ( .8%)
5 ( 1.0%)
10 ( 2.0%)
29 ( 5.8%)
20 ( 4.0%)
CLASS
Yes
1 (
.8%)
.2%)
7 ( 1.4%)
79 (15.8%)
95 (19.0%)
68 (-13.6%) 186 (37.1%)
x2 = 140.909, significant
TABLE FORTY-ONE
INTEREST
COMPARED
MONTHLY
ONLY (N
IN
WIT
PLUS
=291
IMPROVING
H INTEREST
LUNCH AND)
READ
IN
TRA
ING AND WRITING OF
ATTENDING CLASSES
NSPORTATION - WELF
ENGLISH
IF PAID $30.00
ARE RECIPIENTS
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
WOULD ATTEND CLASS
No
37 (12.7%)
15 ( 5.2%)
21 ( 7.2%)
46 (15.8%)
21 ( 7.2%)
140 (48.1%)
Perhaps
2 ( .7%)
2 ( .7%)
5 (1.7%)
11 (3.8%)
6 (2.1%)
26 (8.9%)
Yes
3 ( 1.0%)
2 ( .7%)
5 ( 1.7%)
60 (20.6%)
55 (18.9%)
125 (43.0%)
X2 = 69.021 significant 1%
1%
TABLE FORTY-TWO
ASSESSMENT OF SCHOOLS'
PERSONNEL HOME VISITS
EFFORT FO
(N=265)
R SPANISH-SPEAKING COMPARED WITH NUMBER OF SCHOOL
SCHOOLS
ARE DOING
Nothi ng
Li ttl e
Some
A Lot
All Possible
Total
VISITS BY SCHOOL PERSONNEL
Never
35 (13.2%)
30 (11.3%)
69 (26.0%)
23 ( 8.7%)
43 (16.2%)
200 (75.5%)
Once
2 ( .8%)
4 (1.5%)
5 (1.9%)
1 ( .4%)
9 (3.4%)
21 (7.9%)
2 or 3 Times
3 ( 1.1%)
6 ( 2.3%)
7 ( 2.6%)
4 ( 1.5%)
16 ( 6.0%)
36 (13.6%)
Many Times
1 ( .4%)
3 (1.1%)
2 ( .8%)
2 ( .8%)
8 (3.0%)
x 2 = 17.017, not significant
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TABLE FORTY-THREE
VISITS OF SPANISH-SPEAKING
WITH ASSESSMENT OF SCHOOLS'
(N=76)
SCHOOL PERSONNEL COMPARED
EFFORT FOR SPANISH-SPEAKING
SCHOOL PERSONNEL SPOKE SPANISH
SCHOOLS
ARE DOING None
Nothing
Little
Some
A Lot
All Possible
Tota.1
7 ( 9.2%)
3 ( 3.9%)
9 (11.8%)
6 ( 7.9%)
16 (21.1%)
41 (53.9%)
One Yes,
One No
0
3 (3.9%)
1 (1.3%)
4 (5.3%)
Yes
3 ( 3.9%)
5 ( 6.6%)
7 ( 9.2%)
2 ( 2.6%)
14 (18.4%)
31 (40.8%)
x2 = 17.266, significant 5%
TABLE FORTY-FOUR
CHILDREN HAVING PROBLEMS
OF SCHOOL PERSONNEL HOME
IN SCHOOL COMPARED
VISITS (N=265)
WITH NUMBER
CHILD HAVING PROBLEMS
VISITS BY
SCHOOL PERSONNEL
Never
Once
2. or 3 Times
Many
Total
Times
No
160 (60.4%)
15 ( 5.7%)
31 (11.7%)
8 ( 3.0%)
Yes, Once
or Twice-
20 (7.5%)
2 ( .8%)
1 ( .4%)
1 ( .4%)
214 (80.8%) 24 (9.1%)
Yes, a Lot
17 ( 6.4%)
4 ( 1.5%)
6 ( 2.3%)
0
27 (10.2%)
x2 = 6.523, not significant
TABLE FORTY-FIVE
MINIMUM LEVEL OF EDUCATION PARENT DESIRES
PERSONNEL -HOME VISITS (N=204)
FOR CHILD COMPARED WITH NUMBER OF SCHOOL
VISITS BY
SCHOOL PERSONNEL
MINIMUM NUMBER OF YEARS
3-6 7-10 11-12
1 ( .4%)
0
2 or 3 Times
Many Times
Total
0
1 ( .4%)
3 (1.3%)
3 (1.3%)
62 (27.4%)
6 ( 2.7%)
16 ( 7.1%)
2 .9%)
64 (28.1%)
87 (38.5%)
9 ( 4.0%)
12 ( 5.3%)
6 ( 2.7%)
114 (50.4%)
20 (8.8%)
1 ( .4%)
1 ( .4%)
0
22 (9.7%)
not significant
Never
Once
13-16 17-25
X 2 = 8.326,
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TABLE FORTY-SIX
COUNTRY OF PARENT'S
CHILDREN TO SCHOOL
CHILDHOOD
(N=318)
COMPARED WITH SENDING
SENT CHILD
NO
TO SCHOOL
YES
U.S.
Puerto Rico
Cuba
Other
Total
8 ( 2.5%)-
69 (21.7%)
8 ( 2.5%)
8 2.5%)
93 (29.2%)
.6%)
157 (49.4%)
45 (14.2%)
21 ( 6.6%)
225 (70.8%)
X2 = 17.797, significant
COUNTRY
TABLE FORTY-SEVEN
ASSESSMENT OF SCHOOLS'
CH-ILDREN IN PRE-SCHOOL
EFFORT FOR
PROGRAMS
SPANISH-SPEAKING
(N=352)*
COMPARED WITH NUMBER OF
NUMBER OF CHILDREN
SCHOOLS
ARE DOING None
IN PROGRAMS
3 or More
Nothi n g
Little
Some
A Lot
All Possible
Total
46 (13.1%)
48 (13.6%)
89 (25.3
31 ( 8.8%)
81 (23.0%)
295 (83.8%)
5 (1.4%)
7 (2.0%)
5 (1.4%)
4 (1.1%)
13 (3.7%)
34 (9.7%)
3 ( .9%)
2 ( .6%)
8 (2.3%)
1 ( .3%)
2 ( .6%)
16 (4.5%)
1 ( .3%)
3 ( .9%)
2 ( .6%)
1 ( .3%)
7 (2.0%)
X 2 = 12.524, not significant
* Excludes those without c hil1d re n.
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TABLE FORTY-EIGHT
ASSESSMENT
COMPARED W
CENTER (N
OF SCHOOLS'
ITH INTEREST
=1 98)*
EFFORT FOR
IN SENDING
SPANISH-SPEAKING
CHILD TO A DAY-CARE
DAY CARE CENTER
SCHOOLS
ARE DOING Yes
Nothing
Little
Some
Much
All Possible
Total
19 ( 9.6%)
16 ( 8.1%)
21 (10.6%)
7 ( 3.5%)
24 (12.1%)
87 (43.9%)
Perhaps
6 ( 3.0%)
3 ( 1.5%)
9 ( 4.5%)
4 ( 2.0%)
5 ( 2.5%)
27 (13.6%)
No
6 ( 3.0%)
13 ( 6.6%)
30 (15.2%)
10 ( 5.1%)
25 (12.6%)
84 (42.4%)
x2 = 11.534, not significant
* Women respondents only.
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TABLE FORTY-NINE
CHILDREN
OF PAREN
HAVING TROUBLE IN SCHOOL COMPARED WITH
T'S CHILDHOOD (N=268)
FREQUENCY
COUNTRY
OF PROBLEMS
COUNTRY
U.S.
Puerto Rico
Cuba
Other
Total
None
3 ( 1.1%)
138 (51.5%)
53 (19.8%)
23 ( 8.6%)
217 (81.0%)
Once or Twice
23 (8.6%)
1 ( .4%)_
24 (9.0%)
Many Times
1 ( .4%)
23 ( 8.6%)
.7%)
1 ( .4%)
27 (10.1%)
x 2 = 16.501, significant
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TABLE FIFTY
LANGUAGE-DOMINANCE PREFERENCE
COMPARED WITH ABILITY TO READ
FOR CHILDREN'S
SPANISH (N=31
CLASSES
0)
READ SPANISHLANGUAGE-
DOMINANCE
PREFERENCE
Spanish
Engl i sh
No Opinion
Total
19 ( 6.1%)
198 (63.9%)
8 ( 2.6%)
225 (72.6%)
.9 ( 2.9%) 3 ( 1.0%)
27 ( 8.7%) 41 (13.2%)
2 ( .6%)
38 (12.3%)
3 ( 1.0%)
47 (15.2%)
x2 = 10.236, significant 5%
TABLE FIFTY-ONE
LANGUAGE-DOMINANCE PREFERENCE
COMPARED WITH ABILITY TO READ
FOR CHILDREN'S CLASSES
ENGLISH (N=334)
READ ENGLISHLANGUAGE-
DOMINANCE
PREFERENCE Yes Little No
Spanish .6%)
Engli sh
No Opinion
Total
76 (22.8%)
3 ( .9%)
5 ( 1.5%)
89 (26.6%)
4 ( 1.2%)
81 (24.3%) 98 (29.3%)
25 ( 7.5%)
123 (36.8%)
7 ( 2.1%)
155 (46.4%)
x2 = 14.983, significant 1%
Yes Little No
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TABLE FIFTY-TWO
LANGUAGE-DOMINANCE
COMPARED
PREFERENCE
WITH INTEREST
OF ENGLISH (N=331)
FOR CHILDREN'S
IN IMPROVING
CLASSES
READING AND WRITING
INTEREST IN
IMPROVING
ENGLISH
None
Little Interest
Some Interest
Want to Soon
Want to Now
Total
LANGUAGE-DOMINANCE PREFERENCE
Spani sh
3 ( .9%)
1 ( .3%)
3 ( .9%)
9 (2.7%)
15 (4.5%)
31 (9.4%)
English
44 (13.3%)
19 ( 5.7%)
26 ( 7.9%)
116 (35.0%)
81 (24.5%)
No Opinion
4 (1.2%)
1 ( .3%)
1 ( .3%)
4 (1.2%)
4 (1.2%)
286 (.86.4%) 14 (4.2%)
x 2 = 7.935, not significant
TABLE FIFTY-THREE
LANGUAGE-DOMINANCE PREFERENCE FOR CHILDREN'S CLASSES
COMPARED WITH INTEREST IN IMPROVING READING AND WRITING
OF SPANISH (N=332)
INTEREST IN
IMPROVING
SPANISH
Yes
Perhaps
No
Total
LANGUAGE-DOMINANCE
Spanish
14 (4.2%)
9 (2.7%)
9 (2.7%)
32 (9.6%)
English
114 (34.3%)
17 ( 5.1%)
155 (46.7%)
286 (86.1%)
PREFERENCE
No Opinion
5 (1.2%)
0
9 (2.7%)
14 (4.2%)
x2 = 23.573, significant
394
TABLE FIFTY-FOUR
LANGUAGE-DOMINANCE
COMPARED
PREFERENCE FOR CHILDREN'
WITH YEAR OF ARRIVAL ON MAINLAND
S CLASSES
(N=325)
YEAR OF
ARRIVAL
Pre-1951
1951 -1955
1956-1960
1961-1965
1966-1970
Total
LANGUAGE-DOMINANCE
Spani sh
0
4 (1.2%)
4 (1.2%)
3 ( .9%)
19 (5.8%)
30 (9.2%)
English
1-2 ( 3.6%)
39 (12.0%)
53 (16.4%)
83 (25.5%)
95 (29.4%)
282 (86.8%)
PREFERENCE
No Opinion
2 ( .6%)
2 ( .6%)
3 ( .9%)
.6%)
4 (1.2%)
13 (3.3%)
X2 = 17.725 significant 5%
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TABLE FIFTY-FIVE
LANGUAGE-DOMINANCE
COMPARED WITH ASSE
SPANISH-SPEAKING
SCHOOLS
ARE DOING
Nothing
Little
Some
A Lot
All Possible
Total
PREFERENCE FOR CHILDREN'S CLASSES
SSMENT OF SCHOOLS' EFFORT FOR
(N=287)
LANGUAGE-DOMINANCE PREFERENCE
Spanish
4 (1.4%)
4 (1.4%)
14 (4.9%)
1 ( .3%)
1 .3%)
24 (8.4%)
English
39 (13.6%)
39 (13.6%)
59 (24.0%)
30 (10.5%)
77 (26.8%)
254 (88.5%)
No Opinion
5 (1.7%)
1 ( .3%)
3 (1.0%)
9 (3.1%)
x2 = 18.207, significant 5%
TABLE FIFTY-SIX
LANGUAGE-DOMINANCE PREFERENCE FOR
COMPARED WITH COUNTRY OF PARENT'S
CHILDREN'S
CHILDHOOD
LANGUAGE-DOMINANCE PREFERENCE
COUNTRY Spanish
U.S.
Puerto Rico
Cuba
Other
Total
25 ( 7.5%)
5 ( 1.5%)
2 ( .6%)
English
8 ( 2.4%)
202 (60.7%)
51 (15.3%)
26 ( 7.8%)
32 ( 9.6%) 287 (86.2%)
No Opinion
1 ( .3%)
8 (2.4%)
.6%)
3 ( .9%)
14 (4.2%)
x2 = 5.220, not significant
CLASSES
(N=333)
TABLE FIFTY-SEVEN
LANGUAGE-DOMINANCE PREFERENCE
SCHOOL PERSONNEL HOME VISITS
FOR CHILDREN'S CLASSES COMPARED
(N=298)
WITH NUMBER OF
LANGUAGE-DOMINANCE
PREFERENCE
Spanish
English
No Opinion
Total
VISITS BY SCHOOL PERSONNEL
Never
23 ( 7.7%)
195 (65.4%)
9 ( 3.1%)
227 (76.2%)
Once
1 ( .3%)
22 (7.4%)
0
23 (7.7%)
2 or 3 Times
4 ( 1.3%)
34 (11.4%)
1 ( .3%)
39 (13.0%)
Many Times
2 ( .7%)
6 (2.0%)
1 ( .3%)
9 (3.0%)
x2 = 5.085, not significant
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TABLE FIFTY-EIGHT
PARENTAL
POSSIBLE
(N=51 6)
COUNTRY
U.S.
DESIRE FOR CHILD TO REMAIN IN SCHOOL AS LONG
COMPARED WITH COUNTRY OF PARENT'S CHILDHOOD
WORK VS. SCHOOL
Work as Soon
as Possible
0
School as Long
as Possible
14 ( 2.7%)
Puerto Rico
Cuba
Other
Total
15 (2.9%)
2 ( .4%)
17 (3.3%)
327 (63.4%)
97 (18.8%)
61 (11.8%)
499 (96.7%)
x2 = 5.063, not significant
TABLE FIFTY-NINE
PARENTAL
POSSIBLE
DESIRE FOR
COMPARED W
CH
ITH
ILD TO REMAIN IN
INCOME (N=209)
SCHOOL AS LONG AS
HOURLY WAGE
$ .80 - $1.70
1.80
2.80
3.80
4.80
5.80
Total
2.70
3.70
4.70
5.70
6.70
WORK VS.
Work as Soon
as Possible-
3 (1.5%)
2 (1.0%)
0
5 (2.5%)
SCHOOL
School as Long
as Possible
7 ( 3.5%)
119 (56.8%)
55 (26.4%)
10 ( 4.8%)
8 ( 3.9%)
5 ( 2.5%)
204 (97.6%)
X2 =25.946, significant 1%
TABLE SIXTY
MINIMUM LEVEL
PARENT'S
OF EDUCATION
CHILDHOOD
PARENT DESIRES FOR CHILD COMPARED WITH COUNTRY OF
(N=396)
MINIMUM NUMBER OF YEARS
7-10 11-12
U.S.
Puerto Rico
Cuba
Other
Total
3 ( .7%) 3 ( .7%)
6 ( 1.5%)
118 (29.4%)
3 ( .7%)
116 (28.9%)
12 ( 3.0%) 50 (12.5%)
0
3 ( .7%)
0 16 ( 4.0%)
3 ( .7%) 152 (37.9%)
28 ( 7.0%)
197 (49.1%)
.7%)
13 ( 3.2%)
19 ( 4.7%)
11 ( 2.7%)
46 (11.5%)
X2 = 50.606, significant
COUNTRY 3-6 13-16 17-25
TABLE SIXTY-ONE
COUNTRY OF CHILDHOOD COMPARED WITH FATHER'S EDUCATIONAL ATTAINMENT
COUNTRY
SCHOOLING
None
1-2 years
3-4 years
5 years
6 years
7 years
8 years
9 years
10 years
11-12 years,
no diploma
11-12 years, diploma
Some at University
University diploma
Graduate Education
Total
U.S.
4 ( .9%)
0
2 ( .5%)
0
1 ( .2%)
1 (
1 (
.2%)
Puerto Rico
132 (30.0%)
37 ( 8.4%)
42 ( 9.5%)
16 ( 3.6%)
8 ( 1.8%)
7 ( 1.6%)
13 ( 3.0%)
5 ( 1.1%).
.2%)
2 ( .5%)
1 ( .2%)
12 (2.7%)
.5%)
7 ( 1.6%)
5 ( 1.1%)
1 ( .2%)
247 (62.7%)
Cuba
15 ( 3.4%)
2 (- .5%)
10 ( 2.3%)
6 ( 1.4%)
18 ( 4.1%)
11 ( 2.5%)
4 ( .9%)
3 ( .7%)
3 ( .7%)
5 ( 1.1%)
5 ( 1.1%)
3 ( .7%)
2 ( .5%)
4 (2.9%)
91 (20.7%)
Other
9 ( 2.0%)
2 ( .5%)
5 ( 1.1%)
5 ( 1.1%)
13 ( 3.0%)
1 ( .2%)
1 ( .2%)
4 ( .9%)
1 ( .2%)
5 ( 1.1%)
6 ( 1.4%)
2 ( .5%)
1 ( .2%)
S6 ( 1.4%)
55 (13.9%)
x 2 = 156.133, significant
(N=440)
TABLE SIXTY-TWO
MINIMUM LEVEL OF EDUCATION PARENT DESIRES FOR CHILD COMPARED WITH INCOME
MINIMUM NUMBER OF
HOURLY WAGE
$ .80-$1.70
1.80
2.80
3.80
3-6 7-10 11-12 13-16
2 ( 1.2%) 3 ( 1.8%)
2.70
3.70
4.70
4.80 - 5.70
5.80
Total
6.70
1 ( .6%) 41 (18.2%) 55 (32.1%)
14 ( 8.3%) 21 (13.1%)
2 ( 1.2%) 8 ( 5.8%)
1 (
0
1 ( .6%)
.6%) 2 ( 1.2%)
0
60 (29.2%)
3 ( 1.8%)
94 (54.4%)
17-25
3 ( 1.8%)
9 ( 5.4%)
12 ( 6.5%)
0
4 ( 2.4%)
1 .6%)
29 (15.8%)
X2 = 21.812, not significant
YEARS
(N=184)
401
TABLE SIXTY-THREE
BELIEF THAT EDUCATION
COMPARED WITH INCOME
HELPS TO
(N=212)
BETTER ONE'S SITUATION
EDUCATION HELPS BETTER SITUATION
HOURLY WAGE
$ .80 - $1.70
1.80
2.80
3.80
4.80
5.80
Total
2.70
3.70
4.70
5.70
6.70
Yes
6 ( 3.0%)
117 (54.0%)
54 (25.4%)
10 ( 5.0%)
8 ( 4.0%)
5 ( 2.5%)
200 (93.9%)
Perhaps
-2 (1.0%)
4 (2.0%)
2 (1.0%)
0
0
0
8 (4.0%)
No
2 (1.0%)
2 (1.0%)
0
4 (2.0%)
x2 = 11.743, not significant
402
TABLE SIXTY-FOUR
BELIEF THAT EDUCATION
COMPARED WITH YEAR OF
HELPS TO BETTER ONE'S
ARRIVAL ON MAINLAND (SITUATIONN=520)
YEAR OF
ARRIVAL
Pre-1951
1951-1955
1956-1960
1961-1965
1966-1970
Total
x2 = 10.832, not
EDUCATION
Yes
29 ( 5.8%)
52 (10.2%)
75 (14.5%)
146 (28.4%)
190 (37.1%)
493 (94.6%)
significant
HELPS BETTER SITUATION
Perhaps
.3 ( .6%)
0
6 (1.2%)
4 ( .8%)
10 (2.0%)
23 (4.6%)
No
1 ( .2%)
1 ( .2%)
1 ( .2%)
1 ( .2%
4 ( .8%)
TABLE SIXTY-FIVE
BELIEF THAT EDUCATION
COMPARED WITH COUNTRY
HELPS TO BETTER ONE'S
OF CHILDHOOD (N=529)
SITUATION
EDUCATION
Yes
HELPS BETTER SITUATION
Perhaps No
U.S.
Puerto Rico
Cuba
Other
Total
11 ( 2.1%)
325 (61.4%)
96 (18.1%)
67 (12.7%)
499 (94.3%)
.4%)
21 (4.0%)
2 ( .4%)
1 ( .2%)
26 (4.9%)
2 ( .4%)
2 ( .4%)
0
4 ( .8%)
x 2= 40.123, significant 1%
COUNTRY
TABLE SIXTY-SIX
BELIEF THAT POLITICIANS PAY ATTENTION
WITH COUNTRY OF CHILDHOOD (N=474)
TO "OPINIONS OF PEOPLE LIKE YOU" COMPARED
AMOUNT OF ATTENTION
COUNTRY None
U.S.
Puerto Rico 7 (1.5%)
Cuba
Other
Total
0
7 (1.5%)
Little
2 ( .4%)
23 (4.9%)
5 (1.1%)
2 ( .4%)
32 (6.8%)
Some
.4%)
87 (18.4%)
17 ( 3.6%)
9 ( 1.9%)
115 (24.3%)
Enouah
8 ( 1.7%)
109 (23.0%)
23 ( 4.9%)
24 ( 5.1%)
164 (34.6%)
A Lot
.4%)
96 (20.3%)
34 ( 7.2%)
24 ( 5.1%)
156 (32.9%)
X = 18.747, not significant
TABLE SIXTY-SEVEN
PERCEPTION OF DISCRIMINATION IN BOSTON COMPARED WITH COUNTRY OF CHILDHOOD (N=503)
AMOUNT OF DISCRIMINATION PERCEIVED
COUNTRY None
U.S.
Puerto Rico
Cuba
Other
Total
1 (
Little
.2%)
66 (13.1%)
50 ( 9.9%)
29 ( 5.8%)
146 (29.0%)
Some
.6%)
.4%)
25 (5.0%)
11 (2.2%)
9 (1.8%)
47 (9.3%)
88 (17.5%)
16 ( 3.2%)
10 ( 2.0%)
117 (23.3%)
Much
.4%)
86 (17.1%)
10 ( 2.0%)
10 ( 2.0%
108 (21.5%)
Very Much
5 ( 1.0%)
66 (13.1%)
9 ( 1.8%)
5 ( 1.0%)
85 (16.9%)
significant 1%X 2 = 65.253,
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TABLE SIXTY-EIGHT
ORGANIZATIONAL MEMBERSHIP COMPARED WITH COUNTRY OF
CHILDHOOD (N=508)
NUMBER OF ORGANIZATIONS
COUNTRY
U.S.
Puerto Rico
Cuba
Other
Total
12 ( 2.4%)
287 (56.5%)
77 (15.2%)
52 (10.2%)
428 (84.3%)
1 ( .2%)
43 ( 8.5$)
9 ( 1.8%)
11 ( 2.2%)
64 (12.6%)
2 or More
1 ( .2%)
10 (2.0%)
2 ( .4%)
3 ( .6%)
16 (3.2%)
x2 = 5.185, not significant
TABLE SIXTY-NINE
ORGANIZATIONAL MEMBERSHIP
ON MAINLAND (N=493)
COMPARED WITH YEAR OF ARRIVAL
NUMBER OF ORGANIZATIONS
YEAR OF
ARRIVAL
Pre-1951
1951 -1955
1956-1960
1961 -1965
1966-1970
Total
19 ( 4.8%)
39 ( 6.8%)
68 (13.8%)
120 (24.4%)
168 (33.1%)
422 (84.0%)
.6%)
7 ( 1.4%)
8 ( 1.6%)
20 ( 4.0%)
25 ( 5.0%)
63 (12.8%)
2 or More
3 ( .6%)
3 ( .6%)
4 ( .8%)
5 (1.0%)
1 ( .2%)
16 (3.2%)
x2 = 8.312, not significant
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TABLE SEVENTY
ORGANIZATIONAL MEMBERSHIP COMPARED WITH
NUMBER OF ORGANIZATIONS
HOURLY WAGE
$ .80 - $1.70
1.80
2.80
3.80
4.80
5.80
Total
2.70
3.70
4.70
5.70
6.70
2 or More
8 ( 4.0%)
101 (49.6%)
35 (17.5%)
7 ( 3.5%)
7 ( 3.5%)
3 1.5%)
160 (79.2%)
1 ( .5%)
14 ( 7.0%)
16 ( 8.0%)
1 (
1 (
.5%)
.5%)
0
33 (18.5%)
2 (1.0%)
2 (1.0%)
2 (1.0%)
0
1 ( .5%)
7 (3.5%)
x2 = 15.968, not significant
INCOME (N=200)
TABLE SEVENTY-ONE
EXPRESSED
(N-528)
INTEREST IN LOCAL COMMUNITY AFFAIRS COMPARED WITH COUNTRY OF CHILDHOOD
INTEREST
COUNTRY None
U.S.
Puerto Rico
Cuba
Other
Total
3 ( .6%)
32 (6.1%)
6 (1.1%)
5 ( .9%)
46 (8.7%)
Li ttl e
1 (
Some
.2%) 6 ( 1.1%)
50 ( 9.5%) 143 (27.1%)
A Lot
.8%)
96 (18.2%)
Very Much
1 ( .2%)
27 (5.1%)
17 ( 3.2%) 31 ( 5.9%) 30 ( 5.7%) 14 (2.7%)
10 ( 1.9%)
78 (14.8%)
33 ( 6.2%) 15 ( 2.8%)
213 (40.3%) 145 (27.5%)
4 ( .8%)
46 (8.7%)
y2 = 13.014, not significant
TABLE SEVENTY-TWO
EXPRESSED
MAIN-LAND
INTEREST(N=511 ) IN LOCAL COMMUNITY AFFAIRS COMPARED WITH YEAR OF ARRIVAL ON
YEAR OF
ARRIVAL
Pre-i 951
1951-1955
1956-1960
1961-1965
1966-1970
Total
INTEREST
None
4 ( .8%)
4 ( .8%)
2 ( .4%)
12 (2.4%)
22 (4.4%)
44 (8.6%)
Little
1 ( .2%)
Some
12 ( 2.4%)
9 ( 1.8%) 19 ( 3.8%)
12 ( 2.4%) 36 ( 7.2%)
19 ( 3.8%) 56 (9.7%)
34 ( 7.0%)
75 (14.7%)
84 (16.4%)
217 (40.5%)
A Lot
5 ( 1.0%)
.6%)
Very Much
4 ( .8%)
8 (1.6%)
22 ( 4.4%) 10 (2.0%)
49 ( 9.6%) 14 (2.8%)
50 ( 9.8%) 10 (2.0%)
139 (27.2%) 46 (9.0%)
X2 = 25.179, not significant
TABLE SEVENTY-THREE
CONCEPT OF AMOUNT IN
COUNTRY OF CHILDHOOD
COMMON WITH
(N=519)
SPANISH-SPEAKING COMMUNITY OF BOSTON COMPARED WITH
AMOUNT SPANISH HAVE IN COMMON
COUNTRY Nothing
U.S.
Puerto Rico
Cuba
Other
Total
3 ( .6%)
28 ( 5.4%)
15 ( 2.9%)
9 ( 1.7%)
55 (10.6%)
Almost Nothing
1 ( .2%)
39 ( 7.5%)
10 ( 1.9%)
17 ( 3.3%)
67 (12.9%)
Some
8 ( 1.5%)
139 (26.8%)
44 ( 8.5%)
Much
2 ( .4%)
74 (14.3%)
22 ( 4.2%)
25 ( 4.8%) 10 ( 1.9%)
216 (41.6%) 108 (20.8%)
Very Much
1 ( .2%)
61 (11.8%)
6 ( 1.2%)
5 ( 1.0%)
75 (14.1%)
X2 = 29.000, significant
TABLE SEVENTY-FOUR
CONCEPT OF AMOUNT IN COMMON
YEAR OF ARRIVAL ON MAINLAND
WITH SPANISH-SPEAKING
(N=502)
COMMUNITY OF BOSTON COMPARED WITH
YEAR OF
ARRIVAL
Pre-1 951
1951-1955
1956-1960
1961-1965
1966-1970
Total
AMOUNT SPANISH HAVE IN COMMON
Nothing
5 ( -1.0%)
9 ( 1.8%)
9 ( 1.8%)
7 ( 1.4%)
21 ( 4.2%)
51 (10.2%)
Almost Nothing
.8%)
8 ( 1.6%)
Some
12 ( 2.4%)
17 ( 3.4%)
Much Very Much
.4%)
11 ( 2.2%)
.4%)
7 ( 1.4%)
8 ( 1.6%) 34 ( 6.8%) 18 ( 3.6%) 11 ( 2.2%)
19 ( 3.8%)
24 ( 4.8%)
64- (12.2%)
65 (13.0%)
82 (16.4%)
210 (41.8%)
32 ( 6.4%) 24 ( 4.8%)
44 ( 8.8%)
107 (21.4%)
27 ( 5.4%)
71 (14.2%)
x 2 = 39.977, significant
TABLE SEVENTY-FIVE
OPINION OF MEANS BY WHICH PEOPLE WHO HAVE THE
COMPARED WITH COUNTRY OF CHILDHOOD (N=526)
SAME GOAL SHOULD ACHIEVE THAT GOAL
COUNTRY
U.S.
Puerto Rico
Cuba
Other
Total
Nothing
0
29 (5.5%)
3 ( .6%)
0
32 (6.1%)
Each Man
For Self
0
29 (5.5%)
6 (1.1%)
9 (1.7%)
44 (8.4%)
WHAT TO DO
Have Group
Discussion
1 ( .2%)
51 ( 9.7%)
9 ( 1.7%)
13 ( 2.5%)
74 (14.1%)
Organize
13 ( 2.5%)
237 (45.1%)
80 (15.2%)
46 ( 8.7%)
376 (71.5%)
x 2 = 19.513, significant
TABLE SEVENTY-SIX
OPINION OF MEANS BY WHICH PEOPLE
COMPARED WITH YEAR OF ARRIVAL ON
WHO HAVE
MAINLAND
THE SAME
(N=510)
GOAL SHOULD ACHIEVE THAT GOAL
YEAR OF
ARRIVAL
Pre-1951
1951-1955
1956-1960
1961-1965
1966-1970
Total
Nothing
1 ( .2%)
2 ( .4%)
6 (1.2%)
5 (1.0%)
16 (3.2%)
30 (5.9%)
WHAT TO DO
Each Man
For Self
1 ( .2%)
5 (1.0%)
7 (1.4%)
13 (2.6%)
15 (3.0%)
41 (8.0%)
Have Group
Discussion
6 ( 1 .2%)
7 ( 1.4%)
13 ( 2.6%)
17 ( 3.4%)
27 ( 5.4%)
72 (14.1%)
Organi ze
2 ( .4%)
39 ( 7.8%)
55 (10.9%)
111 (21.8%)
145 (28.3%)
368 (72.0%)
X2 = 7.252,. not significant
TABLE SEVENTY-SEVEN
EVALUATION OF ORGANIZATIONAL POTENTIAL
COUNTRY OF CHILDHOOD (N=525)
OF THE SPANISH-SPEAKING COMPARED WITH
COUNTRY Impossible
U.S.
Puerto Rico
Cuba
Other
Total
15 (2.9%)
6 (1.1%)
1 ( .2%)
22 (4.2%)
ORGANIZATION
Little
Possibility
2 ( .4%)
15 (2.9%)
6 (1.1%)
4 ( .8%)
27 (5.1%)
OF SPANISH-SPEAKING
Possible
.6%)
96 (18.3%)
V e ry Happening
Very
Possible
9 ( 1.7%)
207 (39.4%)
23 (.4.4%) 61 (11.6%)
19 ( 7.8%) 41 ( 7.8%)
141 (26.9%) 318 (60.6%)
Happening
Now
1 ( .2%)
12 (2.3%)
2 ( .4%)
2 ( .4%)
17 (3.2%)
= 7.319, not significant
TABLE SEVENTY-EIGHT
EVALUATION OF ORGANIZATI
OF ARRIVAL ON MAINLAND
ONAL POTENTIAL
(N=51 7)
OF THE SPANISH-SPEAKING COMPARED WITH YEAR
ORGANIZATION OF SPANISH-SPEAKING
YEAR OF
ARRIVAL
Pre-1 951
1951-1955
1956-1960
1961-1965
1966-1970
Total
x 2 = 12.724, -not
Impossible
2 ( .4%)
3 ( .6%)
3 ( .6%)
8 (1.6%)
6 (1.2%)
22 (4.4%)
significant
Li ttl e
Possibility
.4%)
5 (1.0%)
4 ( .8%)
9 (1.8%)
11 (2.2%)
31 (6.2%)
Possible
5 ( 1.0%)
Very Happening
Very
Possible
12 ( 2.4%)
12 ( 2.4%) 31 ( 6.2%)
23 (. 4.6%) 48 ( 9.6%)
37 ( 7.4%) 88 (15.4%)
70 (13.2%)
147 (28.8%)
147 (23.8%)
334 (57.4%)
Happening
Now
1 ( .2%)
.4%)
4 ( .8%)
6 (1.2%)
3 ( .6%)
16 (3.2%)
TABLE SEVENTY-NINE
ASSESSMENT
ORGANIZATIONAL
OF SCHOOLS'
POTENTIA
EFFORT FOR SPANISH-SPEAKING
L OF THE SPANISH-SPEAKING
COMPARED
(N=399)
WITH EVALUATION
ORGANIZATION OF
SPANISH-SPEAKING
SCHOOLS ARE
Nothing Little Some
DOING
A Lot All Possible
Impossible
P ossibi lity
Possible
Very
Po ssible
Happening
Now
Total
.8%)
4 ( 1.0%)
12 ( 3.0%)
38 ( 9.5%)
2 ( .5%)
59 (14.8%)
.5%)
.8%)
20 ( 5.0%)
34 ( 8.5%)
5 ( 1.3%)
64 (16.0%)
7 ( 1.8%)
7 ( 1.8%) 1 (
.8%)
.3%)
.5%)
6 ( 1.5%)
23 ( 5.8%) 15 ( 3.8%) 26 ( 6.5%)
76 (19.0%)
5 ( 1.3%)
118 (29.6%)
27 ( 6.8%) 74 (18.5%)
1 ( .3%)
47 (11.8%)
3 ( .8%)
111 (27.8%)
X2 = 13.149, not significant
OF
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